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ABSTRACT

Author: Murff, Dennisha, Ph.D.
Institution: Purdue University
Degree Received: December 2017
Title: Teachers’ Perceptions of the Impact of Culturally Responsive Pedagogy on the Student
Learning Outcomes of African American Male Students
Committee Chair: Marilyn A. Hirth
The purpose of this qualitative study was to explore teachers’ perceptions of the impact of
implementing culturally responsive pedagogical practices on the student learning outcomes of
African-American male students. The secondary purpose was to identify teachers’ perceptions
of the culturally responsive pedagogy strategies needed in the classroom to address the diverse
needs of African-American male students. The case study approach allowed for additional
insight into the potential impact of culturally responsive pedagogical practices on the student
learning outcomes of African-American male students in the elementary school setting. Data
were collected from a large, diverse elementary school in an urban school district. Classroom
observations, interviews, and student learning outcomes were collected from three elementary
school teachers from diverse backgrounds and various years of experience. Classroom
observations were conducted using the Culturally Responsive Instruction Observation
Protocol™ (CRIOP) instrument to assess the practices being implemented in the classroom.
There were six emerging themes, including one overarching emerging theme, and three
assertions that surfaced during the research. During the data analysis process, it became clear
that the emerging themes and assertions were interrelated. When looking at CRP practices, the
emerging themes of high expectations, motivation to learn, student engagement, relationship
building, empowerment, and parent/community partnerships transpired as practices necessary for
student learning to take place. Looking at the emerging themes, it was evident that the three
assertions of (a) holding high expectations for all students, especially African-American male
students; (b) developing positive and strong relationships with African-American male students;
and (c) developing curriculum and instructional practices that motivate and empower AfricanAmerican male students to actively learn and participate in the classroom setting, are directly
connected to the themes. The results of this study may prove helpful towards increasing learning
outcomes for African-American male students, and ultimately closing the achievement gap.
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CHAPTER 1: INTRODUCTION

Take a moment to visualize the first day of school. The incoming kindergarteners, class
of 2028, are so excited about the first day of school. This particular school has been blessed with
a diverse student body: 30% Caucasian, 30% African-American, and 30% Latino. Of the 30%
that represent the African American students, take a closer look at the African-American male
students. Then, imagine that approximately one-half of them will not receive a high school
diploma. Historically, this nation has struggled to effectively close the achievement gap,
especially for African-American male students. This issue continues to have a devastating
impact on this nation and contributes to the school-to-prison pipeline. This pipeline must be
eliminated (Osher, Coggshall, Colombi, Woodruff, Francois, & Osher, 2012). According to the
Schott Foundation for Public Education (2015), the 2012-2013 national dropout rate for AfricanAmerican students is alarmingly high with only 59% of African-American male students
graduating from high school resulting in a 41% dropout rate. Comparatively, the graduation rate
for White male students is 80%. This signifies a disparaging 21% graduation gap between
African-American male students and White male students. The academic underperformance of
African-American male students suggest the need for a culturally responsive learning
environment that embraces the needs of all students represented in today’s classroom.
According to the National Assessment of Educational Progress (NCES, 2011), the
academic achievement of all students has increased over the years, but despite the academic
gains made, the achievement gap differential between African-American students and White
students continues to persist. Educational experts have pondered the most effective option for
closing the achievement gap. The concept of culturally responsive teaching has surfaced as a
pedagogical framework for educating students from diverse backgrounds. As school populations
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continue to diversify with students from culturally and linguistically diverse backgrounds, the
need for culturally responsive pedagogy has increased (Richard, Brown, & Ford, 2007).
Culturally responsive pedagogy is a framework for effectively teaching and engaging all students
regardless of race, gender, language, religion, socioeconomic status, etc. (Gay, 2010). This
pedagogical framework embraces the cultural backgrounds of students with the understanding
that utilizing diverse experiences in the classroom allows differences to be seen through an
opportunity lens, not through a deficit lens. It is culturally validating and affirming. Culturally
responsive pedagogy is grounded in high expectations for all students. Research has
demonstrated that culturally responsive pedagogy has the potential to increase the academic
performance of minority students (T. Howard & Terry, 2011).
According to Richard et al. (2007), culturally responsive pedagogy include three specific
components: institutional, personal, and instructional. The institutional component looks at the
policies, procedures, and overall structure of the school. The personal dimension involves the
journey that teachers must embark on to investigate personal bias that may be consciously or
unconsciously having a negative impact on the educational opportunities for students of color.
Researchers found “the work of becoming ‘culturally responsive’ is quite personal, and may best
begin with individuals engaging in reflection as a process” (Rychly & Graves, 2012, p. 48). The
personal reflection and exploration needed to provide culturally responsive learning
environments is imperative for each teacher to increase all students’ opportunity to learn. The
final component, instructional, involves the resources, activities, and strategies that encompass
the instructional process. These components must interact with each other to ensure students are
provided with a culturally responsive learning experience (Richard et al., 2007).
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Culturally responsive pedagogy also takes into account the school’s need to develop
tomorrow’s citizens. The implementation of culturally responsive pedagogy provides an avenue
for developing critical consciousness among youths as advocates seek to cultivate understanding
about inclusive teaching and learning environments. The opportunity to cross the cultural divide
that alienates students of color in the educational setting cannot be taken for granted. According
to Godfrey & Grayman (2014), this critical consciousness is formed when individuals are able to
identify social injustices and feel empowered to engage in actions to transform the injustices.
The critical consciousness developed through a culturally responsive pedagogical framework has
the potential to increase advocacy and empowerment for social justice as the development of
tomorrow’s leaders evolves.
The under-performance of African-American male students is a consistent concern across
the nation. There is an urgent need to identify what culturally responsive pedagogy looks like at
the classroom level. The study investigated teachers’ perceptions concerning the impact of CRP
implementation on the student learning outcomes of African-American male students. The study
also identified teachers’ perceptions concerning culturally responsive pedagogical strategies
needed in the elementary school setting to meet the diverse needs of African-American male
students. The implementation was measured through the utilization of the Culturally Responsive
Instruction Observation Protocol tool (CRIOP). The CRIOP tool was developed as an
instrument to guide and evaluate teachers’ progress in the implementation of culturally
responsive practices. The instrument has evolved from eight pillars to six pillars. These pillars
were developed to capture the essence of culturally responsive practices in the elementary and
secondary setting. Nonetheless, the authors caution that the observation protocol tool cannot be
considered the only option for assessing culturally responsive pedagogy (CRP). The topic of
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CRP is very complex and this instrument is a tool that can continue to evolve over the years
(Correll, Powell, & Cantrell, 2015). In the absence of such knowledge, African-American
students have the potential to continue to underperform compared to their White counterparts.
Statement of the Problem
When taking a look at national data, it is easy to see the achievement gap exists and has
been a concern for decades. When the 1954 Brown v. Board of Education court decision was
rendered, African-Americans were given the legal right to attend schools with their White
counterparts. In the eyes of the general public, the desegregated schools allowed AfricanAmericans equal access to quality learning opportunities (Bell, Jr., 2005). Unfortunately, the
promises of higher academic achievement and equal access that was hoped for by so many
African-American families has not come to fruition on a comprehensive scale (Trask-Tate,
Cunningham, & Francois, 2014). For many, the desegregated schools encompassed a learning
environment where the culture of African-Americans was not embraced. The White dominant
culture was the norm. The African-American community was also faced with another
unforeseen, striking blow that impacted the lives of many: lack of diversity in the classroom.
Following the court decision, African-American students who attended desegregated schools
were no longer instructed by African-American teachers or interacting with African-American
administrators. According to Hudson & Holmes (1994), over 38,000 African-American
educators in approximately 17 states lost their teaching and administrative positions through
demotions and layoffs as a result of the Brown decision. The lack of diversity in the school
setting created a pivotal change in the learning environment for African-American students and
loss of revenue in the African-American community. Along with the perceived opportunity for a
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better learning environment came increased exposure to institutional racism and bias on a daily
basis (Chapman, 2014).
Fast forward to the 21st century where many African-American students continue to
experience their entire K-12 schooling experience without interacting with a teacher of color
(Ware, 2006). African-American educators serve as vital role models in the lives of AfricanAmerican students. These educators provide examples of academic and professional excellence
despite the racism and bias that have been placed in their paths. African-American teachers are
able to embrace and understand the cultural nuances of African-American children. Teachers of
color are also more likely to hold high expectations and take a “no excuses” approach with
children of color. They allow for increased learning opportunities in the classroom setting
(Green, 2004). The decrease in African-American educators in today’s schools has created a
cultural divide for African-American students. Nonetheless, it is important to note that
researchers are not saying that White teachers cannot effectively educate African-American
students (Milner & Howard, 2004). The lack of diversity in the classroom just intensifies the
need for a culturally responsive learning environment, especially for African-American male
students. When one takes into account that African-American male students are members of a
group historically identified for underachievement in the elementary setting, African-Americans,
the need for a culturally responsive learning environment cannot be underscored.
It is no surprise that the evidence of racial discrimination and bias has had a negative
impact on the learning on African-American students. This has been especially true for AfricanAmerican male students as they continue to be subjected to increased discriminatory acts,
including increased referrals for special education, suspension, and expulsion. According to the
National Education Association (2011), African-American male students make up approximately
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9% of the student population, yet they compose 20% of the students labeled as mentally
disabled. According to Lynch (2006), African-American male students lead their peers
disproportionality in disciplinary infractions. This sends an inaccurate message that the majority
of African-American male students arrive at schools with behavior and learning problems. As
these findings point towards a national crisis, federal, state, and local education agencies have
been faced with increased pressure to eliminate unfair policies and practices that hinder the
academic progress for African-American male students. However, these efforts have focused on
programming strategies versus philosophical paradigm shifts. Reading Recovery, Read 180,
Reading Naturally, and School Wide Positive Behavior Supports are examples of programming
options implemented to increase academic achievement. National educational data has clearly
demonstrated that the attempts at programming efforts have not fulfilled their promises to close
the achievement gap (NCES, 2011). However, there continues to be “antecedents of excellence”
for a small proportion of schools providing equitable learning environments that embrace
culturally responsive pedagogy (Linton, 2011). A strategic focus on the systemic
implementation of culturally responsive pedagogy must take center stage. This focus has the
potential to create more inclusive learning environments where the use of culturally responsive
pedagogy is an expectation.
School districts across the country are expected to provide staff members with cultural
competence professional development in an attempt to embrace the cultures of all students.
Many districts automatically assume that their individual schools have developed culturally
responsive learning environments. However, school districts must move beyond the traditional
multicultural celebrations that occur throughout the school year (i.e., Black History Month,
Hispanic Heritage Month, Native American Heritage Month, etc.). According to Rychly &
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Graves (2012), multicultural education and culturally responsive pedagogy are not synonymous.
Multicultural education focuses on all cultural backgrounds. Culturally responsive pedagogy
responds to the cultures that are truly present in the classroom. Culturally responsive pedagogy
goes beyond multicultural celebrations. A culturally responsive classroom is a reflection of
students lived experiences in a broad and specific sense. The culturally responsive classroom
keeps in mind that there are complexities in all cultures and a “one size fits all” approach will not
work (Husband, 2012). African-American students, especially African-American male students,
need to have this pedagogical framework embedded in daily classroom instruction to make
connections with the content being presented (Sparks, 1994). The rationale for this research
study sought to examine teachers’ perceptions of culturally responsive pedagogical practices as
well as the impact of implementation of CRP in the classroom in order for African-American
male students to achieve. Culturally responsive pedagogy provides the avenue to connect with
the various cultures and backgrounds in each classroom. When students of color are motivated,
connected, and engaged in the learning tasks, increased academic achievement has a greater
likelihood of occurring (Kafele, 2013).
Academic achievement data from a national, district, and school level provides additional
insight into the academic achievement gap (see Tables 1, 2, 3, and 4). The National Assessment
for Educational Progress (NAEP) is a standardized national assessment that looks at academic
proficiency across the nation. The Indiana Statewide Testing for Educational Progress-Plus
(ISTEP+) is a state standardized assessment that measures academic proficiency throughout the
state and provides accountability scores to individual schools. When analyzing the initial data, it
is important to note that academic achievement gains have taken place over the past several
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years. Nonetheless, the achievement gap between African-American and White students at all
levels continues to suggest areas of concern.
The ISTEP+ data obtained for the district was gathered utilizing the IDOE website.
Pseudonyms have been used to protect the privacy of the school district and school. The MSD of
Mystical Place, an urban school district and site of this study, has proudly shared the increase in
graduation rates of African-American students. On the other hand, the achievement gap at the
district level continues to show disparities between African-American and Caucasian students.
The district has created a blueprint for equitable practices; however, this continues to be an area
in need of improvement as all schools in the district have not effectively embraced the need for
culturally responsive pedagogy. Tables 1, 2, 3, and 4 display the proficiency rates for students at
the national, state, and school level.
Table 1
Percent at or Above Proficiency on NAEP 2015 Reading Assessment – Grades 4 and 8

NAEP Reading

Grade 4

Grade 8

White students

46%

44%

Black students
Source: NAEP

18%

16%

Table 2
Percent at or Above Proficiency on NAEP 2015 Math Assessment – Grades 4 and 8

NAEP Math

Grade 4

Grade 8

White students

51%

43%

Black students
Source: NAEP

19%

13%
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When analyzing the national data from NAEP, it is clear that the achievement gap exists.
As mentioned in the previous section, each group has made academic gains. Unfortunately,
African-American students continue to perform significantly below their White counterparts in
both reading and mathematics.
Table 3
Percent Passing Both English and Math ISTEP+ for MSD of Mystical Place

Ethnicity
of Students

ISTEP+
Spring 2012

ISTEP+
Spring 2013

ISTEP+
Spring 2014

Caucasian

67.3%
(1,947 students)

65.1%
(1,752 students)

71.0%
(1,864 students)

48.5%
(999 students)

49.7%
(995 students)

55.1%
(1,094 students)

African
American
Source: IDOE

In the MSD of Mystical Place, the district level data conveyed a similar picture to the
national data. When looking at the subgroup data from the Spring 2012 ISTEP+ data, there is an
18.8% gap between African-American and Caucasian students. MSD of Mystical Place saw a
slight decrease in the 2013 ISTEP+ achievement gap, but there was a slight increase based on the
2014 ISTEP+ data (15.4% and 15.9% respectively).
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Table 4
Percent passing Both English and Math ISTEP+ for Neverland Elementary – Grades 3-6

Ethnicity
of Students

ISTEP+
Spring 2012

ISTEP+
Spring 2013

ISTEP+
Spring 2014

Caucasian

59.5%
(25 students)

59.1%
(26 students)

81.8%
(18 students)

45.3%
(112 students)

44.8%
(117 students)

63.3%
(157 students)

African
American
Source: IDOE

When analyzing the data from Neverland Elementary, there is an overall need for
academic improvement at the school level on the 2012 and 2013 ISTEP+ assessments. Despite
the low overall academic scores, the African-American students scored below Caucasian
students. There was a slight decrease in overall scores for the Spring 2013 ISTEP+ assessment.
During the Spring 2014 ISTEP+, there was a huge increase in overall academic scores for
African-American and Caucasian students (18.5% and 22.7% respectively). As the academic
achievement increased, the achievement gap increased to 18.5% compared to the previous
achievement gap of 14.3%. This was interesting to analyze based on the number of students in
each subgroup. The national and state data conveyed the fact that the achievement gap exists
and African-American students are continuing to underperform. This is especially true for
African-American male students. This study delved deeper into the use of frequent, formative
assessments to assess the impact of culturally responsive pedagogy.
Significance of the Study
The significance of this study informs the elementary school curriculum and learning
environment in a manner that validates the cultural perspectives of African-American male
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students. The cultural divide that exists between African-American students and the mainstream
White culture dominating educational institutions must be closed. Culturally responsive
pedagogy involves teachers critically analyzing the deficit-based structures that exist in schools,
including race, racism, and conscious and unconscious bias. This critical analysis has the
potential to inform the curriculum by inviting multiple perspectives to transform the learning
environment (Chapman, 2013). The objective of this qualitative study sought to investigate the
impact of CRP implementation on the student learning outcomes of African-American male
students and focus on teachers’ perceptions of the CRP strategies needed in the elementary
school classroom to meet the diverse needs of African-American male students.
Kunjufu (1985) shared the theory that the academic achievement of African-American
children diminishes over their educational years. The joy and enthusiasm that fills the eyes of
many African-American male students as they enter kindergarten is unmistakable.
Unfortunately, as the elementary years progress, many of these students lose the twinkle and
excitement in their eyes as the learning gap continues to widen. By the time African-American
students, primarily African-American male students, reach Grade 4, there are many that feel
defeated and disenfranchised by the educational system. Kunjufu describes the Grade 4 failure
syndrome as a phenomenon experienced by African-American students, mainly AfricanAmerican male students. This downward spiral continues into their middle and high school
years. There appears to be a strong message that is conveyed, whether verbal or nonverbal, that
African-American male students are deficient in some way. The clear category of the “haves”
and the “have-nots” begins to surface in the elementary years. When the learning environment
lacks a culturally responsive pedagogical focus, students of color struggle to reach their optimal
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potential as a result of the institutional inequity that permeates the traditional Eurocentric
educational system (Linton, 2011).
Purpose of the Study
The purpose of this qualitative research case study was to explore teachers’ perceptions
of the impact of implementing culturally responsive pedagogical practices on the student
learning outcomes of African-American male students. The secondary purpose was to identify
teachers’ perceptions of the culturally responsive pedagogy strategies needed in the classroom to
address the diverse needs of African-American male students. The case study approach allows
for the researcher to study a case to learn more about the issue and draw conclusions that make
an impact beyond the particular case being studied (Johnson & Christensen, 2014). In this
qualitative research case study, teachers and the principal shared their perceptions on how
culturally responsive pedagogy has impacted the student learning outcomes of African-American
male students. There was a focus on culturally responsive strategies implemented in the
elementary school setting, as demonstrated on a CRIOP, coupled with the student learning
outcomes of African-American male students. The study involved utilizing a school that had at
least 30% African-American students enrolled. The school also had evidence of culturally
responsive pedagogical practices being implemented at the classroom level. The research in this
study resulted in the following:
1. A clear definition of the components of culturally responsive pedagogy (CRP) and
teachers’ perceptions of the impact of implementation on the student learning
outcomes of African-American male students.
2. A direct examination of the CRP strategies that elementary school teachers utilize in
their classrooms to address the diverse needs of African-American male students in
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the classroom. Information gathered provided foundational knowledge concerning
culturally responsive pedagogical practices in the school. This information was used
to guide the staff and administrator interviews.
Research Question
The question that guided this qualitative research study was, What are teachers’
perceptions concerning the impact of implementing culturally responsive pedagogical practices
on the student learning outcomes of African-American male students in the elementary school
setting?
As previously mentioned, the study was a qualitative case study research design. One
elementary school was identified for conducting the research. The student enrollment population
included at least 30% African-American students. All participants invited to participate in the
study were required to complete a letter of consent. The goal was to include a diverse group of
novice and veteran teachers in the observation and interview process. The teacher participants
were selected based on their demonstrated commitment of culturally responsive practices in the
classroom based on principal feedback and the teacher survey. These teachers were included for
classroom observations and interviews. Several instruments for data collection were used:
observations, student learning outcomes, teacher self-assessment, teacher interviews, and an
administrator interview. The participants were able to share their perceptions on how culturally
responsive pedagogy (CRP) has impacted the student learning outcomes of African-American
male students. The classroom observations involved several classrooms at the school. These
observations were conducted using the culturally responsive instruction observation protocol
(CRIOP) to assess implementation. The implementation of CRP, as demonstrated on the CRIOP
rubric, coupled with the student learning outcome data of African-American male students were
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analyzed. Descriptive statistics were used to analyze if trends existed between the teachers’
implementation of CRP and student learning outcomes for African-American male students
across settings. The staff interviews involved three teachers with various backgrounds and years
of experience. The interview questions were structured with a standardized open-ended
interview format. There were 10 questions; interviews lasted between 30 and 45 minutes. The
information from the interviews was recorded and transcribed. The open coding method was
used for analysis purposes. Open coding allows for the researcher to look for concepts and
categories from the data collected (Johnson & Christensen, 2014).
Limitations of the Study
This research study examined an elementary school from an urban school district in
Indiana. The elementary school identified for this study had a high enrollment of AfricanAmerican students and a focus on culturally responsive pedagogical practices. The elementary
principal had been in the position for several years and focused on increasing equitable learning
opportunities for students of color. The school had a small Caucasian student population with a
predominantly Caucasian teaching staff. The Caucasian student population had steadily
decreased over the past seven years. There were concerns over staff turnover during the past few
years.
The limitations of the study were due in part to the focus on one elementary school and
three to five classrooms. The researcher’s position in the school district allowed for an
understanding and knowledge of the school district’s practices as well as the historical context of
the district’s focus on equity. The perceptions of the administrator and teachers selected for the
CRIOP walkthroughs, pre-observation interviews, and post-observation interviews were
important factors to consider as limitations of the study.
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Definition of Terms
Achievement gap is the term used to describe the disparity in academic scores between
students of color and students of poverty with the scores of students from White and affluent
backgrounds on standardized assessments.
Critical consciousness is the term used to describe the process wherein individuals are
able to identify social injustices and feel empowered to engage in actions to transform the
injustices.
Culturally responsive pedagogy (CRP) is a framework that effectively teaches and
engages all students, regardless of their background. For the purpose of this study, the
framework embraced the cultural backgrounds of students with the clear understanding that
utilizing diverse experiences in the classroom is paramount for students to reach their optimal
potential.
Indiana Statewide Testing for Educational Progress Plus (ISTEP+) is the assessment
administered in the state of Indiana to measure academic achievement of students for school
accountability purposes.
National Assessment of Educational Progress (NAEP) is the assessment administered
across the country to provide data on the percentage of students performing at or above grade
proficiency in math and reading. This assessment is also referred to as The Nation’s Report
Card.
Student learning outcomes (SLOs) are goals describing what students will be able to
know, do, and demonstrate after a particular learning experience. SLOs need to be measurable,
observable, and have the ability to be demonstrated.
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Summary
This research study is potentially creative as a mechanism for providing educators with
enhanced knowledge concerning solutions for increasing student learning outcomes for students
of color, especially African-American male students, through the use of culturally responsive
pedagogy. The development and implementation of CRPs has the potential to provide school
districts with a tool to narrow the achievement gap. The research study has the capability to
allow school districts to examine the policies and practices essential to embrace the cultures of
all students and promote high expectations for student learning. In order to seek to close the
school-to-prison pipeline for African-American male students, this study has the ability to
develop critical consciousness for educators and analyze the perceptions of the staff and
principal through a culturally responsive lens. Furthermore, the information collected in this
research study can be used to impact educational environments where African-American male
students are challenged to reach their optimal potential and are given the opportunity to increase
their societal and economical contributions to our global civilization.
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CHAPTER 2: REVIEW OF LITERATURE

There are scholars who believe this nation’s educational system has not adequately
served African-American students, in particular African-American male students. Over the last
two decades, the topic of CRP has surfaced as a method for closing the achievement gap between
White students and students of color. CRP has been deliberated as an educational reform effort
to challenge the status quo and increase the academic achievement of African-American male
students (Hucks, 2011). As the research has developed, questions remain surrounding the impact
of CRP as well as what CRP looks like in the classroom setting.
Educational experts have identified high-quality instructional practices that have been
proven to increase academic achievement for students, but this has not resulted in the closing of
the achievement gap (Hattie, 2009; Marzano, Pickering, & Pollock, 2001; Reeves, 2004). As the
desire to close the gap continues to loom, there has been a push to create a culturally responsive
learning environment that responds to the needs of ALL students. Throughout this chapter, it is
important to remember that CRP goes beyond “good teaching.” The culturally responsive
practitioner embeds best-practice, research-based instructional strategies, but goes the necessary
step further by connecting the cultures of students into daily instructional practices. This results
in a cultural synchronization between a teacher and students for enriched learning opportunities
(Irvine, 1990).
Historical Context
The 1954 Supreme Court decision in Brown v. Board of Education was a groundbreaking
decision issued to provide all children, regardless of race, with a quality education. Ferguson
and Mehta (2004) explained,
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Brown aimed to challenge white supremacist ideology and the moral injustice of forced
segregation. In addition, they hoped that giving black children access to the schools and
classrooms where white children studied would help to equalize educational resources
and academic outcomes. (p. 657)
However, many states did not rush to integrate their school districts. The process was long and
tedious. As African-American families pushed for integration in schools, they found many
roadblocks that prevented them from experiencing the educational opportunities offered to White
families. The expectations of Brown also brought several unexpected consequences. After
Brown v. Board of Education, many African-American educators lost their jobs, AfricanAmerican schools were closed, and the lessons surrounding the best way to provide AfricanAmerican children with an education in a culturally responsive way was lost (Bell, 1987).
On April 9, 1965, President Lyndon B. Johnson, along with Congress, enacted the
Elementary and Secondary Education Act (ESEA). This federal education bill was developed to
provide equal access to education, establish high standards for academic achievement, and
require accountability from school districts. President Johnson understood that the “War on
Poverty” could only be won by giving all children equal access to a quality education based on
high academic standards. The Title I program, Improving the Academic Achievement of the
Disadvantaged, served as a focal point of the federal government’s attempt at closing the
achievement gap for students living in poverty, including African-American children (Donnor &
Shockley, 2010). As the 50th anniversary of the initial act approached, it became clear that there
is still work to be done to ensure that ALL students, including those from traditionally
underserved groups, have equal access to a quality education.
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The No Child Left Behind Act of 2001 (NCLB, 2002) allowed for the reauthorization of
the ESEA. This version required that 100% of all students would demonstrate proficiency in
reading and mathematics by the year 2014. As was expected, this goal was not met. Despite the
additional expectations placed on schools and school districts, the lack of additional funding to
assist in this area as well as the heightened expectations for marginalized students had a direct
impact on the morale of educators. The educators serving students from diverse backgrounds,
including those with special needs, language barriers, and socio-economic challenges expressed
concerns. The intent of the law was to ensure all students, regardless of background and present
levels of performance, received a quality education grounded in high expectations and rigor. The
law was also designed to ensure all students had a highly qualified teacher working with them to
increase academic achievement. The belief was that students, including students from
traditionally underserved and marginalized backgrounds, would have higher levels of academic
achievement when the conditions of NCLB (2002) were met. Unfortunately, segregation and the
lack of culturally responsive practices, based on race, ability, language, and socio-economic
status (SES) continue to create inequitable learning conditions which have had disturbing
educational consequences for African-American male students who continue to find themselves
in classrooms lacking cultural responsivity.
Regrettably, despite the increased accountability measures that have taken place, AfricanAmerican male students continue to underperform compared to their White counterparts. This
causes one to ponder on the solution to this dilemma. The solution cannot rest solely upon the
implementation of higher, more rigorous academic standards. The historical context provides a
glimpse into the need for culturally responsive practices that focus on increasing the performance
of African-American male students and closing the achievement gap. CRP must take into
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account the personal bias educators bring into the classroom as well as the guaranteed and viable
curriculum, instruction, and assessment strategies best suited for working with African-American
male students. Researchers have identified CRP as an effective practice for educating AfricanAmerican students (Gay, 2010, G. Howard, 2006, Ladson-Billings, 1994). The use of CRP has
been an instrumental strategy that “empowers students intellectually, socially, emotionally, and
politically by using cultural referents” (Ladson-Billing, 1994, pp. 17-18) as tools to develop
students’ understanding. This connection to African-American students’ knowledge, skills, and
attitudes has the potential to increase their academic achievement. Culturally responsive
educators use the knowledge they have about their students to give them access to the learning
opportunities around them. CRP challenges the status quo and looks at ways to engage AfricanAmerican male students in learning tasks that are meaningful, purposeful, collaborative, and
rigorous. This pedagogical practice invites the lives of students into the classroom, even
broaching topics that were traditionally considered taboo for classroom investigation and
discussion. There are African-American male students who struggle to see the purpose of
education when their daily circumstances appear so bleak. These students can feel a sense of
hopelessness for their futures as members of an oppressed race.
The Achievement Gap
For years, it has been assumed that the achievement gap has been a direct result of
segregation, poverty, and inadequate resources within the school (Ferguson & Mehta, 2004). For
many educators, it has been easier to point to poverty as the reason for the achievement gap. The
research findings reveal that the achievement gap is evident for African-American male students
regardless of SES, integrated school environment, or availability of resources. African-
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American male students, regardless of their SES, lag behind in the academic arena. According to
Noguera (2012),
Even class privilege and the material benefits that accompany it fail to inoculate black
males from low academic performance. When compared to their White peers, middleclass African-American and Latino males lag significantly in grade point average and on
standardized tests. (p. 1)
However, the evidence has clearly demonstrated that the achievement gap exists for AfricanAmerican male students, regardless of their SES.
For purposes of this literature review, I discuss the components of institutional racism
and the lack of CRP as major factors for the academic achievement gap for African-American
male students. As consistent data continues to surface, deeper questions concerning institutional
racism in the school setting continue to be explored on a national level. For many critics, the fact
that an African-American male student from a higher SES still experiences the penalties
surrounding the achievement gap is clear evidence that African-American male students are
being mistreated and denied a quality education. When the disparities exist regardless of income
and background experiences, there are many who believe that institutional racism is the driving
force behind the achievement gap. When personal bias and institutional racism are allowed to
permeate our educational system, the results are disturbing, leaving a lasting impact on many
minority students. The notion of institutional racism as a primary cause has allowed for poverty
to serve as a secondary cause for the reason African-American students are scoring lower than
White and Asian students living in poverty (Center for the Improvement of Student Learning,
2008).
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African-American male students from middle class families do not experience the effects
of poverty, but yet they still fall behind their White counterparts in educational achievement.
African-American families believe that “power, race, and racism play a role in their experiences
as parents as they advocate on behalf of their children, particularly their sons” (Reynolds, 2010,
p. 149). These family members have profound memories of their educational experiences and
know, firsthand, the effects racial discrimination can have on children later in life. Many
African-American families believe that their sons are already at a disadvantage in the educational
setting. Researchers have shared information that teachers’ expectations for students of color
can be shaped by prejudiced views, whether conscious or unconscious, on the part of the teacher.
The unconscious or conscious prejudices, mental models, which teachers bring to the classroom,
contribute to the achievement gap. School administrators need to focus on the expectation that
all educators need to increase academic achievement for all students, regardless of race, income,
class, and prior achievement (Douglas, Lewis, Douglas, Scott, & Garrison-Wade, 2008).
Racial discrimination is something that must be addressed in the school environment.
McIntosh (1990) explained that social systems need to be redesigned to first acknowledge the
unseen or invisible dimensions of race that permeate society. Educators must be open to the fact
that racial discrimination occurs in the school environment. Each staff member needs to be
committed to engaging in dialogue and creating action plans to remove racial discrimination in
order to create a culturally responsive learning environment. The beliefs and values that drive
discrimination, especially with African-American male students, must be fully investigated by
individual teachers through a self-reflection process. When each teacher is devoted to analyzing
and correcting mental models that have the power to destroy educational experiences for
students, the disparities within the achievement gap have the potential to diminish.
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A clear example of racial discrimination for African-American male students occurs in
the area of school discipline. As research has clearly shown, African-American male students
have been disproportionately suspended and expelled from school compared to their White
counterparts. Racial discrimination is a contributing factor as to why African-American male
students are subjected to a greater number of suspensions and expulsions (Skiba, Michael,
Nardo, & Peterson, 2002). Student suspensions equate to lost instructional time. Whenever a
student is absent, valuable learning opportunities are missed. When African-American male
students are disproportionately suspended, they continue to play “catch up” which contributes to
the widening of the achievement gap. Educators tend to believe that the disproportionate number
of referrals, suspensions, and expulsions are due to increased levels of misbehavior on the part of
African-American male students. On the other hand, clear evidence has not been presented
proving African-American male students act out more than their peers. Lewis, Butler, Bonner,
and Joubert (2010) conducted research that found the behaviors African-American male students
are typically referred for are more subjective, but misinterpreted, as aggressive (i.e. talking loud,
play-fighting, etc.). Some of the behaviors traditionally associated with African-American male
students are not the norm for many of the teachers, typically middle-class White females, who
work with them. When students from diverse backgrounds are expected to conform to middleclass values, there is destined to be a culture of conflict in the classroom (Monroe, 2006).
Educators must think about the culture, language, and learning styles of all students when
creating culturally responsive structures in the classroom. Classroom teachers must be willing to
get to know the culture of each African-American male student to truly understand them as a
whole child.
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Each school has a moral imperative to provide students with a culturally responsive
learning environment regardless of race, ethnicity, gender, or SES. For many African-American
male students, the level of expectation is low and the opportunities are limited (Smith-Maddox,
1998). School administrators must work closely with staff members to provide professional
development that is embedded in best-practice, culturally responsive instructional strategies
(White, 2009). Administrators must be committed to having honest conversations about the
implementation of CRP and the connection to student achievement with individual staff
members. CRP practices provide powerful tools necessary for ensuring the written curriculum is
transferred into the practiced, and learned, curriculum in each classroom. It is not enough to say
that curriculum is guaranteed and viable; the results must be clearly demonstrated in the data
points of the students.
For African-American male students who attend an integrated school, there are
systematic structures in place that prevent them from taking more advanced courses or working
on higher-level thinking tasks. Many schools have used “tracking” or “ability grouping” to
create a variety of educational opportunities for students (Darling-Hammond, 1994).
Unfortunately, these opportunities have not proven to ensure equitable opportunities for AfricanAmerican male students. African-American male students are traditionally placed in lowachieving instructional groups. Ferguson and Mehta (2004) stated, “Consequently, tracking and
ability grouping are leading ‘suspects’ for why integration has not proven to produce greater
benefits for minority children. These practices provide means by which students attending the
same schools may nevertheless have different instructional experiences” ( p. 663). It is the
responsibility of the teacher to make sure that students are receiving learning opportunities that
maximize their potential. African-American male students must be able to receive high quality,
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culturally responsive instruction without the limitations imposed when the teacher has low
expectations for them based on race. Ladson-Billings (2006) described the achievement gap as
an “educational debt” that has accrued over time. This “debt” has continued to marginalize
African-American students who have been historically underserved in the educational setting.
All students need to be given equal opportunity and access to a high-quality education. When
African-American male students are provided with meaningful learning experiences, authentic
cultural connections, teachers that have profound belief in their abilities, and rigorous academic
expectations, academic performance increases (Pitre, 2014). CRP practices have the potential to
give all students the education they deserve.
The Need for Culturally Responsive Pedagogy for African-American Males
Throughout the years, there have been debates surrounding what factors contribute to the
academic underperformance of African-American male students. During these discussions, the
topics of poverty, single-parent households, nutrition, teacher quality, lack of early childhood
experiences, low expectations, lack of culturally responsive instructional practices, and
inadequate resources/funding have been given as reasons for the achievement gap (Bailey &
Dziko, 2008). These concerns involve factors that are both inside and outside the reach of the
educational domain. For the purposes of this study, focused on one of the primary factors that is
impacted by institutional racism and can be controlled by those in the school setting: providing
CRP for African-American male students.
Douglas et al., (2008) shared that “more than any other time in U.S. History, Black
students are being educated by people who are not of their racial or cultural background” (p. 48).
The majority of teachers in the United States are White, middle-class women. As the student
population has become more diverse, this equates to teachers who have not experienced the
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racial disparities that disempower African-American people. As teachers work with AfricanAmerican male students, it is imperative that they view the students through a culturally
responsive lens. Many times, students from impoverished or diverse ethnic backgrounds are
viewed through a deficient lens. Husband (2012) explained, “Due to pervasive societal
stereotypes, teachers often have low expectations for black males and academic achievement” (p.
25). When African-American male students are viewed through a deficient lens, purposeful,
relevant, and challenging educational opportunities are not presented to them. The lack of
culturally responsive instruction limits their ability to make connections to content. This results
in a negative impact on their academic performance. Research has proven that AfricanAmerican male students are overrepresented in remedial and special education classes, and they
are underrepresented in honors, advanced placement, and gifted programs (Griner & Stewart,
2012). A learning environment that promotes low expectations can be demeaning and promote
low self-esteem. This type of educational environment communicates an unspoken belief that
African-American male students are not as capable as their White counterparts.
The lack of teacher expectations must be addressed to meet the learning needs of AfricanAmerican male students. The attitudes and beliefs of teachers have an impact on the
achievement of African-American male students. Teachers of African-American students must
take the time to investigate personal bias that can impede the learning of their students. The selfreflection process is the first step toward creating a learning environment where AfricanAmerican male students can thrive. This process allows the culturally responsive educators to
see beyond what they traditionally have seen when their personal biases blinded their decisionmaking process (T. Howard, 2003; Nieto, 2013; Singleton & Linton, 2006). One of the first
things that can cause conflict involves the identification of the “hidden curriculum.” The hidden
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curriculum in education has had detrimental consequences for African-American male students.
McIntosh (1990) explained that the hidden curriculum alludes to the unspoken societal structures
that empower one group and disempowers others. The hidden beliefs, values, and norms that
African-American male students have historically fought against are evident in education.
African-American male students are cast with negative perceptions about themselves from a very
young age. These negative perceptions include, but are not limited to being aggressive, angry,
disrespectful, violent, sexually promiscuous, impulsive, lazy, uninterested in education, and
lacking social skills (Barbarin & Ray, 2011). These key factors play a role in the hidden
curriculum. As a result of the hidden curriculum, African-American male students can begin to
develop a self-fulfilling prophecy that they are not as “smart” as those around them. These
students may begin to withdraw from school and/or demonstrate a negative attitude toward
school as a defense mechanism.
Educators are responsible for cultivating a learning environment where all students have
an opportunity to thrive. CRP involves setting high expectations for ALL students, especially for
African-American male students who continue to underperform academically. The culturally
responsive educator values all learners and the experiences they bring to the classroom, including
responding to the unique needs of African-American male students. Students in classrooms with
culturally responsive curriculum, instructional strategies, and assessments are able to view
themselves as capable learners with valuable life experiences to share. The culturally responsive
practitioner thinks in a student-centered manner to ensure a variety of culturally responsive
strategies are incorporated into classroom instruction. For African-American male students,
movement and collaborative activities are very purposeful and motivating (Barbarin & Ray,
2011). The culturally responsive educator takes this information into account when creating
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learning tasks. These individuals also understand that African-American male students respond
positively when caring adults reach out to develop supportive relationships that promote
academic excellence. When a classroom is culturally responsive, African-American male
students have an opportunity to bring their cultural and linguistic backgrounds to the classroom
environment as well as develop positive racial self-identities (Noguera, 2008).
Components of CRP
Researchers have provided several variations of the components of CTP. Gay (2002)
described five components that are essential for CRP: (a) developing a culturally diverse
knowledge base, (b) designing culturally responsive curriculum, (c) demonstrating care and
building a learning community, (d) communicating with diverse students, and (e) responding to
diversity in instructional delivery.
Culturally responsive educators understand the need to constantly reflect on ways to
avoid trivializing and simplifying CRP. They have moved past multicultural celebrations and
focused on making the cultural backgrounds of their students the focal point of the teaching and
learning environment (Sleeter, 2012). The steps taken to develop a culturally responsive
framework require that teachers take into account their own personal biases and belief systems.
This critical self-reflection requires honesty and a desire to seek knowledge. It is an ongoing
process that can be difficult and painful as ideals and beliefs are uncovered that may have served
as a hindrance to the academic performance of African-American male students (T. Howard,
2003). This type of self-reflection can also prompt fear and rejection due to the potential of
transforming the current social structure.
Ladson-Billings (1995) developed three criteria for CRP: academic success, cultural
competence, and critical consciousness. Culturally responsive teachers demand, encourage, and
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yield academic success with their African-American male students. Culturally responsive
educators understand that relationship building is at the heart of their work. These teachers
provide African-American male students with positive attention as they develop academic skills.
They use the skills and abilities of African-American male students and transfer this information
into opportunities for academic success. Culturally responsive teachers develop and maintain
cultural competence with their African-American male students by incorporating the culture of
their students into the learning opportunities. They look for positive ways to affirm their cultural
knowledge. These teachers also spend a great deal of time developing critical consciousness.
They provide learning opportunities that open the invitation to critically analyze real-world
experiences impacting their lives. Culturally responsive classrooms take into account that
students’ lived experiences impact their daily learning and use these experiences to provide
meaningful and relevant learning tasks.
Morrison, Robbins, and Rose (2008) developed broad categories consisting of three
areas: high academic expectations with appropriate support, cultural competence reflected in the
curriculum, and students’ funds of knowledge, including relationship building with students and
families, and cultivating critical consciousness. CRP is grounded in a moral imperative to care
about the students served in the classroom. There is a desire to see all students succeed and
excel without invalidating the culture and strengths of the students in the classroom (Gay, 2002).
Culturally responsive education begins with the clear understanding that everyone has culture,
including individual assumptions, beliefs, and biases about other cultures. The culturally
responsive educator refuses to be “color blind” and acknowledges the differences that exist all
around us (Weinstein, Curran, & Tomlinson-Clarke, 2003). The desire to fight racism,
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prejudice, exploitation, bias, and any other form of oppression is the focus of CRP in order to
provide African-American male students with the education they deserve.
Culturally Responsive Curriculum
Today’s history books continue to portray a Eurocentric curriculum that highlights
Whites in powerful positions, and African-Americans are depicted primarily as enslaved people
(Hucks, 2011; Thompson, 2004). This historic portrayal undermines the contributions that
people from diverse backgrounds have made to the nation. According to Kunjufu (2006), when
African-American children learn their culture and history, self-confidence and academic
performance will improve. The intentional implementation of African-American culture in the
curriculum has promise for improving the academic performance of African-American male
students. Nieto (2013) believed that CRP requires a culturally responsive mindset that respects
and honors the students in the classroom. This mindset paradigm means that there is not a set of
specific strategies that can be used with African-American males. There is not a “one size fits
all” approach that can be implemented into the curriculum.
The culturally responsive educator understands that the learning experiences in a
culturally responsive classroom go beyond the textbook. The curriculum relies less on textbooks
and more on selecting materials that are relevant and challenging for students from diverse
backgrounds. The culturally responsive curriculum does not shy away from controversial topics
that impact African-American male students (i.e. powerlessness, poverty, stereotype threat,
single-parent households, discrimination, racism, police brutality, oppression, etc.). The
culturally responsive curriculum invites multiple perspectives and paradigms when presenting
the academic and social curriculum. Culturally responsive curriculum practices allow for
students from different walks of life, including the non-dominant culture, to bring their lived
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experiences into the classroom to demonstrate skill in areas needed to navigate everyday life
(Kozleski, 2010).
The culturally responsive educator recognizes the formal and informal ways that the
adopted curriculum reinforces what is valued in our society. Gay (2010) described the need to
provide students with a culturally accurate curriculum that helps to deconstruct and then
reconstruct common stereotypes of ethnic groups. This helps to counteract the conscious and
unconscious messages portrayed in curriculum materials. It is important to remember that when
African-American male students feel invalidated in a school’s curriculum and society, academic
performance may not be a first priority. A culturally responsive curriculum looks for ways to
promote a positive self-image for African-American male students. The curriculum needs to
incorporate African and African-American culture and history. This allows for AfricanAmerican male students to see themselves prior to the historical depictions of slavery that
dominate textbooks. The culturally responsive educator understands the need for delving deeper
into the history of Africans and African-Americans to help African-American male students to
see the valuable contributions that their culture has made to the country as well as the world.
When positive images of African-Americans are incorporated into the curriculum, this helps to
reduce bias, misconceptions, and stereotypes that African-American male students experience
(Majors & Billson, 1992).
Culturally Responsive Instruction
The culturally responsive teacher delivers instruction to African-American male students
in a manner that communicates a warm demander approach (Bondy, Ross, Hambacher, &
Acosta, 2012; Ware, 2006). A warm demander is categorized as a culturally responsive educator
who has a deeply entrenched belief that all students, regardless of race, ethnicity, gender, SES, or
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language, can and will learn. These warm demanders develop caring, yet authoritative,
relationships with their students. When these culturally responsive teachers deliver instruction
there is the mindset that students will succeed and the teacher will not give up on them (Bondy et
al., 2012). The culturally responsive classroom allows for a variety of instructional materials,
resources, and strategies to be incorporated into the classroom.
CRP is validating, comprehensive, multidimensional, empowering, transformative, and
emancipatory (Gay, 2010). The instructional process in a culturally responsive classroom
embraces differentiated and personalized learning tasks. There is a focus on higher-thinking
tasks and cooperative learning informed by cultural connections for African-American male
students. The instruction includes structures to support collaborative and interactive learning
with an affirmation process and communicative learning approach (White, 2009).
Culturally responsive instruction is grounded in a constructivist framework. Many
African-American male students need to be an active participant in the construction of
knowledge. The constructivist framework provides African-American male students with
inquiry-based, exploratory learning opportunities that allow them to bring their strengths to the
learning experience. This includes the opportunity to bring their home language into the
classroom experience. Culturally responsive educators have a clear understanding that the home
language, Black English, and culture African-American male students bring to the classroom
provide rich resources for all students in the classroom. The chance to bring their home
language into the classroom, and connect to the socially acceptable standard English needed for
success in the dominant culture, provides validation and affirmation that their home language is
real and meaningful. Culturally responsive educators reinforce the fact that the language spoken
to them in their home is respected and valued in the classroom setting (Nieto, 2013). An
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inclusive narrative inquiry format, storytelling, has also been proven to be a beneficial
instructional strategy for African-American students (Reynolds, 2010). This approach allows
African-American male students to bring their prior knowledge and experiences to the classroom
through an oral format that helps them to make sense of the information and new concepts they
experience in school (Villegas & Lucas, 2007). The prospect of bringing rich, cultural formats
from their lived experiences to the classroom setting allows African-American male students to
become actively engaged in their learning tasks. African-American male students want learning
tasks that are fun, engaging, and meaningful. The delivery of instruction has to be energetic and
passionate to increase motivation to learn (Kafele, 2009).
In the culturally responsive classroom, there needs to be explicit, strategic instruction that
includes appropriate scaffolding to bridge the gap between cultural experiences and the skills
needed for mastery. Learning styles must be taken into account as it is clear that “how” one
teaches is just as important as “what” one teaches. The culturally responsive educator knows
that the instruction needs to account for the variation in learning styles of African-American
male students. The misperceptions about African-American male students’ learning styles can
lead to behavioral concerns (Hale, 2001). Gardner (2006) shared the various learning style
dimensions: procedural, communicative, substantive, environmental, organization, perceptual,
relational, and motivation. The utilization of the dimensions within culturally responsive
instruction involves strategically taking the time to get to know African-American male students’
individual learning styles and avoiding stereotypical categorization of them (Howard, 2003).
According to Kuykendall (2004), there must be cultural congruency between the delivery of
instruction and the learning styles of African-American students. Irvine’s “cultural
synchronization” in the instructional practices of a culturally responsive educator allows
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alignment between professional practices and the culture of students (VanDeWeghe, 2005). This
cultural synchronization acknowledges and values the culture that African-American males bring
to the classroom.
Culturally responsive educators see academic achievement as a non-negotiable in the
learning process. There is accountability through acting, thinking, analyzing, feeling, reflecting,
questioning, and sharing. This pedagogical practice is delivered in a way that doesn’t silence the
voice of diverse students, including African-American male students (Gay, 2010). Diller (1999)
described culturally responsive instruction as a process that involves critical thinking and
problem solving in an environment that embraces collaborative learning experiences. She
referenced the idea that she has a great deal of “personal power” to create a positive learning
environment for her students. This “high degree of personal power” can be a transitional option
for teachers seeking to increase the academic achievement of African-American students (Delpit,
1992).
The culturally responsive instructional experiences are created with authenticity and
relevance at the core to ensure that African-American male students are able to see themselves as
an important part of the school community (Ontario Ministry of Education, 2013). When
African-American male students see their culture infused into classroom instruction, it signifies
that their culture is to be honored and respected (Nieto, 2013). This type of infusion can include
a variety of presentations related to their culture (i.e. food, hair, music, religion, art, dance,
clothing, etc.). There are several examples of culturally responsive learning with the potential to
increase engagement and motivation for African-American male students. For example, the use
of interdisciplinary activities embraces a multitude of instructional strategies. The option to
infuse language arts, music, art, and social studies through a unit dedicated to the concept of
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protesting against racial discrimination would allow for students to use poetry, song, paintings,
political slogans, and multi-media tools in their learning. This allows African-American
students, including male students, to become actively engaged in the content and take an active
role in critical discussions. Learning tasks such as these allow for African-American students to
leave with internalized pride about their culture and clear understanding of the value of their
perspective. This provides another opportunity to develop higher-level thinking and listening
skills (Howard-Hamilton, 2000).
Sleeter (2012) described culturally responsive teachers as willing to serve in the role of a
student. The classroom instruction invites students to become the teacher and teacher to become
the student. The classroom is considered a community of learners where knowledge is shared
and gained from all participants. The performance of learning tasks through cultural
socialization (i.e. topic-associative, performance-narrative, and participatory-interactive) have
proven to be motivating instructional formats for African-American male students. This
approach embraces the idea that in the African-American community collective collaboration is
valued more than individual work (Champion, 2003; Shade, Kelly, & Oberg, 1997).
Culturally Responsive Assessment Practices
The standardized testing process has continued to demonstrate academic
underperformance for African-American students. Unfortunately, the African-American male
group continues to underperform. According to the National Assessment of Educational
Progress (NAEP; 2015), African-American male students in 4th grade are scoring the lowest in
reading and mathematics. The results from the standardized tests have been used to make
educational decisions for decades. It is common knowledge that tracking, grade retention, and
graduation have been tied to standardized testing results (Wells & Oakes, 1996). These tests
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have been proven to have culturally biased information, yet they are continuously used to make
decisions about students’ educational journeys, especially African-American male students and
other students of color (Smith-Maddox, 1998). Darling-Hammond (1994) believed that
culturally responsive assessment practices seek to equalize access for all students to ensure all
students have the opportunity to achieve. The authentic assessment process is designed to assess
students’ knowledge in real-life performance contexts. These authentic assessments must avoid
bias, handle concerns about objectivity and subjectivity in the evaluation process, and have an
impact on curriculum and instruction. Assessments have the power to reinforce inequitable
practices or to equalize the educational process. The assessments used in a culturally responsive
classroom need to have predictive power to provide educational outcome results. According to
Rightmyer et al. (2008), in a culturally responsive classroom, the assessment component needs to
include the following: clear, consistent, timely, and accurate feedback, “multiple ways to present
knowledge, students’ self-assessments, multi-faceted, classroom based assessment, and
individualized assessment data that captures the learning and thinking process” (p. 2).
The culturally responsive educator understands that students are to be active participants
in the assessment process. The students, regardless of race, are expected to set individual goals
and track and monitor their progress. This provides an opportunity to help students take
ownership of their thinking and learning processes (Hattie, 2009; Montgomery, 2001).
According to Tileston & Darling (2008), culturally responsive educators work to ensure
that there are a variety of assessments, informal and formal, to guide their instructional planning.
The assessment options provide choice for students and increase the opportunity for true
demonstration of learning. Students are clear about the expectations prior to assessment. There
are options to work individually and/or collaboratively which is a bonus for African-American
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male students. The research points towards the need for specific, continuous, and timely
feedback from the teacher to provide students with the individualized support needed for
academic success (Aceves & Orosco, 2014). African-American male students in culturally
responsive classrooms will have the opportunity to receive feedback that allows for adjustments
to occur on their specific learning tasks. The feedback can be in the form of teacher-generated
feedback or student-generated feedback as culturally responsive assessments provide information
in a manner that allows students to be active participants in the process.
Culturally Responsive Learning Communities for African-American Male Students
As mentioned earlier, institutional racism labels African-American children as inferior or
“less than” from infancy. African-American male students have been victimized by racism for
multiple generations. These scars are the consequences of racism and have an impact on the
motivation to learn in a school setting (Shockley, 2008). CRP understands the importance of
taking this into account when creating the classroom environment. The environment is
purposefully designed to create opportunities for success for African-American youth
(Kuykendall, 2004). Culturally responsive learning environments are rich with cultural artifacts
through bulletin boards, reading materials, programs, and debates. There are a variety of
multicultural books, magazines, DVDs, photos, and representative ethnic imagery. The focus is
on providing positive images from all walks of life. It is important for African-American male
students to see themselves not only in the story, but as the illustrators and authors of the reading
materials (Wood & Jocius, 2013). Symbols have unspeakable power.
Noguera (2012) explained,
Schools that are successful with Black and Latino boys show us that educators can
counter and even overcome these obstacles when they work closely with parents and
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community to design positive learning environments that meet the needs of the children
they serve. (p. 12)
Culturally responsive learning environments have educators who believe in the power of
advocacy for African-American males (Jenkins, 1990). Schools must express a vested interest in
the lives of African-American male students and their families. Cooper (2003) explained that the
development of racial consciousness is important for all students. There has to be a willingness
to learn about the concerns of African-American male students and their community. Culturally
responsive educators see academic achievement as a non-negotiable in the learning process.
There is accountability through acting, thinking, analyzing, feeling, reflecting, questioning, and
sharing. This pedagogical practice is delivered in a way that doesn’t silence the voice of diverse
students, including African-American male students (Gay, 2010).
Care is a word that continues to come up in culturally responsive pedagogy. Researchers
point to culturally responsive teachers that intentionally focus on relationship-building and
personal being, in a student-centered learning environment (Ladson-Billings, 1995;, Mayfield &
Garrison-Wade, 2015; Nieto, 2013; Rychly & Graves, 2012; Ware, 2006). Culturally responsive
environments involve trust, the establishment of caring relationships, and a sense of family in the
classroom (Nieto, 2013). African-American male students are able to immediately sense the
individuals who are true advocates for them versus those that are here to complete a “job”.
There is also a deep desire to develop relationships with families (Richards, Brown, & Forde,
2007). Strong relationships have to be at the core of outreach efforts. The need to develop the
consciousness of the children is paramount for helping students to understand and overcome
obstacles in a society where race and racism create social injustices. The caring culturally
responsive educators feel it is their responsibility to help diverse students develop critical
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consciousness in order to transform the world around them (Ayers, 2004; Gay, 2010; Thompson,
2004). Educators must understand that African-American families do not want to be “saved.”
They want meaningful and enriching educational opportunities for their students. This concern
crosses all socio-economic lines. Families must believe that the school has a true desire to know
their children’s learning needs and styles. Parents of African-American male students must be
acknowledged and included as partners in their education of their sons. Families want schools to
know their child, as an individual, in a holistic manner.
Culturally responsive learning environments value the importance of family and
community. The community outreach and support required in a culturally responsive classroom
involves a partnership between the school, family, and the greater school community. As
previously mentioned, African-American male students are typically seen through a deficient
lens based on societal mindsets that have infiltrated our schools. As young boys, AfricanAmerican male students do not have the capacity to deal with the prejudice stereotypes that are
placed upon them. It is the responsibility of the school and community to remove these obstacles
for African-American male students. When schools are open to partnerships from families and
the greater community, the needs of African-American male students can be met. Culturally
responsive educators make conscious efforts to get to know each child in the classroom in order
to gain understanding and awareness. Home visits and attendance at community events provide
insight about students and the cultures they represent (Richards et al., 2007).
Many educators believe there are not enough positive African-American male role
models in the community for students to look up to. This becomes a “blame” game that prevents
the students from having a positive self-image. The blame game also shifts the focus from the
school to the student. This continues to create a downward academic underperformance spiral.
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Culturally responsive educators look at the greater school community for support (White, 2009).
African-American male students thrive when presented with opportunities to interact with
positive role models (Kafele, 2009; Majors & Billson, 1992). These relationships can be created
by looking at local churches, businesses, and colleges. Community events can also help provide
students and families with valuable resources and assistance that may otherwise be unknown to
them. When needs are met, stressors are reduced and meaningful relationships with students and
families evolve into true partnerships (Griner & Stewart, 2012).
Fordhan and Ogbu’s (1986) cultural ecological approach highlighted the perspective
concerning involuntary minorities, those brought to the country as slaves, who develop collective
identifies that directly oppose the dominant group’s social identify. There are AfricanAmericans who oppose anything that is perceived to be “White” as a symbol of self-preservation
of the culture that was stripped from them during slavery. As an oppressed people, AfricanAmericans were historically informed they were not intelligent enough to achieve at a high level.
This transcended into the job market where they were given low level positions. Those who
strived to perform well in school were accused of “acting White” (Osborne, 1999, Fordham &
Ogbu, 1986). When the educational system validates the culture of the dominant group while
invalidating the knowledge and experiences of the other group, cultural conflict can occur.
African-American male students find themselves struggling with the concepts of academic
excellence versus the idea of being perceived to act White. They do not want to look bad in front
of their peers. This cultural ecological approach also gave credibility to Majors and Billson’s
(1992) “cool pose” theory. This theory includes five distinct coping styles of African-American
male students: toughness, conformity, withdrawal, conning, and being cool. This theory explains
that some African-American male students adopt a cool pose as a mechanism for coping with the
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institutional racism found in society, including the school setting. The anxiety they experience is
felt from all sides, especially peer groups. This cool disposition is detrimental to the academic
achievement of African-American male students and hinders them from reaching their fullest
potential. However, the possibilities available in a culturally responsive learning environment
have the potential to remove these obstacles through conversations on race and racism in the
United States.
According to Hucks (2011), negative stereotypes have the potential to cause anxiety for
African-American male students. The research supported the work of Steele (1992) regarding
the impact of the stereotype threat model. Hucks’s work highlighted the fear of being labeled
with a negative stereotype from adults and peers, such as acting White as well as the notion of
devaluation in the school setting. This can result in a negative impact on the academic
performance of African-American male students. As a measure of self-protection, AfricanAmerican male students can disassociate themselves with the academic environment. When
African-American male students are impacted by stereotype threat, it is vital for culturally
responsive educators to reinforce the fact that African-American male students can succeed as
learners (Steele, 2003). Culturally responsive learning environments work hard to help students
maintain their racial identify in a high-quality, challenging learning environment. The learning
community focuses on cooperation, collaboration, reciprocity, and responsibility. The “funds of
knowledge” that are an intricate part of the African-American community has the power to allow
all students in the classroom environment to see past the stereotypes. By embracing the funds of
knowledge available in the African-American community, a vast amount of valuable information
can be transferred to enhance the cultural contributions African-Americans make to society
(Moll, Amanti, Neff, & Gonzalez, 1992).
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Culturally Responsive Classroom Management Strategies for African-American Male
Students
Classroom management has a powerful influence on the academic achievement that
occurs in a classroom. Culturally responsive educators take into account the classroom
management practices and policies that may reinforce institutional racism and discrimination
(Weinstein, Tomlinson-Clark, & Curran, 2004). They do not hesitate to reexamine these
practices and policies to ensure African American male students have access to fair and equitable
behavior management systems. Traditional classroom management strategies are derived from a
white, middle-class, feminine standpoint. Educators who fail to make cultural connections with
African-American male students will struggle to increase their academic and behavior
performance. Culturally responsive teachers are attuned to the fact that African-American males
are victims of negative stereotypes in society (Hale, 1982).
Monroe (2006) explained the importance of dismantling the cultural construct that
conveys African-American boys are more disruptive than their white counterparts. There has
been no evidence to support this claim. In fact, there has been evidence that supports the notion
that cultural conflict between White educators and African-American male students has led to
the disparity in disciplinary infractions. Monroe also concluded that the criminalizing of
African-American male students begin early in the schooling years. The focus on stereotypical
depictions of African-American male students results in lost time in school and a school-toprison pipeline that has devastating effects (Monroe, 2005). Rausch and Skiba (2004) conducted
a study to analyze suspensions/expulsion rates and standardized test scores. The analysis found
that students who were disproportionately targeted for discipline infractions were more likely to
perform poorly on standardized tests.
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Culturally responsive classroom management focuses on providing equitable learning
opportunities for all. The culturally responsive classroom management system requires an
understanding of how the discriminatory practices in society impact the structures found in
school. These structures can have devastating repercussions for African-American males
(Weinstein ET AL., 2003). As many districts developed zero tolerance policies, AfricanAmerican male students experienced the consequences firsthand through increased suspensions
and expulsions. These policies have been transferred into the punitive disciplinary responses of
educators. Many times the offense has been minimal in nature i.e. dress code violations,
perceived disrespect/disruptive behavior, etc. The lost time in school has a direct connection to
low academic achievement and the school-to-prison pipeline (Reynolds, 2010).
A culturally responsive management system includes strategies and practices as well as a
different frame of mind. Thompson (2004) described a classroom management system that is
beneficial for African-American students. The system is fair with explicit and consistent
explanations of expectations. The students benefit from the understanding that the culturally
responsive educator is firm, yet caring. The educator needs to be open-minded and have a
positive disposition with students. A wide variety of instructional strategies are used in the
classroom of a culturally responsive classroom in order to meet the needs of African-American
male students. The educator displays patience with a clear focus on teaching, not just discipline.
According to Weinstein et al. (2003), some African-American students respond to a more
straight-forward directive classroom management approach, instead of the various choices that
are offered by many educators. As a word of caution, this must be done in a respectful manner,
but this approach is more reflective of the African-American culture.
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There is an underlying indication for behavior concerns that surface in the classroom:
African-American male students have a lack of trust when it comes to the educational system
(Fordham & Ogbu, 1986; Gay, 2010; Noguera, 2008). The level of academic underperformance
points to the disenfranchisement of African-American male students in the educational setting
(Osborne, 1999). The equitable educational opportunities that should be paramount are
nonexistent for many African-American male students. Culturally responsive management
strategies need to be in place to allow for a challenging learning environment conducive to the
needs of African-American male students (Patterson, 2014). Brown (2003) described three
components vital for managing a culturally diverse classroom: care for students, assertive and
authoritative actions, and effective communication with students. Listening and relationship
building create a classroom environment where students feel free to take risks in their learning
tasks. In addition, culturally responsive educators take note of the nuances in African-American
culture and look for ways to embed that into the classroom management system. They do not
hesitate to conduct home visits and gain insight from the families of African-American male
students. The focus is on providing avenues that reduce further marginalization of underserved
groups and that get to know students on a personal level. They look for ways to provide a
structured classroom environment with a clear set of rules and expectations based on “culturally
familiar behavior management strategies” (Monroe, 2005, p. 48).
The culturally responsive classroom management system involves humor and positive
interactions with students and families. The families have a strong sense of the care and concern
that the culturally responsive educator has for their child. These types of classrooms have fewer
discipline referrals, especially for African-American male students (Irvine, 2003). In a culturally
responsive management system, there need to be opportunities for students to have a shared
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sense of responsibility and engage in inclusive discourse (Rothstein-Fisch & Trumbull, 2008).
The culturally responsive management techniques are directly correlated to high expectations for
learning. The direct approach that is required when working with students in urban settings
communicates a level of care and concern as well as a reflection of high expectations (Higgins &
Moule, 2009).
Effectiveness of Culturally Responsive Pedagogy
CRP has the power to bridge the gap between school learning opportunities and the lived
experiences of students from diverse backgrounds (Villegas & Lucas, 2002). There has been
limited research to support the effectiveness of CRP as a tool to close the achievement gap.
Nonetheless, a recent study by Powell, Cantrell, Malo-Juvera, and Correll (2016) assessed the
effectiveness of culturally responsive pedagogy. Powell et al. (2016) concluded students in the
classrooms of teachers with high implementation of CRP scored significantly higher in language
arts and mathematics compared to students in classrooms with low implementation of CRP. The
study provided promise that culturally responsive pedagogy has the power to positively impact
the student learning outcomes of African-American male students.
The curriculum cannot afford to exclude cultural diversity as evident through the impact
of combining African-American culture in literacy instruction. The students who participated in
the Webster Groves Writing Project (WGWP) program were provided with a combination of
cultural contributions and characteristics in the writing program. African-American students’
experienced significant improvements in their writing scores according to the data gathered on
standardized tests, observations of student behaviors, and evaluation of student writing pieces
(Krater, Zeni, & Cason, 1994). Evidence has demonstrated improved academic achievement for
African-American male students when the instruction is focused on their culture. The research
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concluded that students exposed to a curriculum that embedded their culture performed better on
all academic indicators (Hudley, 1995).
Wilson-Jones & Caston (2004) conducted a study to investigate the impact of cooperative
learning on the academic success of African-American students. The study concluded that there
was improvement for students in their satisfaction with school, attendance, academic
achievement, behavior, self-confidence, and attendance as a result of the implementation of
cooperative instructional strategies. This reinforces the need for collaborative instructional
strategies to increase the academic performance of African-American male students.
The Advancement Via Individual Determination (AVID) program is another example of
a program that produces results without sacrificing racial identify. AVID is a global
organization focused on closing the achievement gap by providing curriculum and instructional
supports to traditionally underserved student populations. The goal is to prepare students for
college and career opportunities. Students in the AVID program are exposed to “untracking”
practices that combat the traditional placement of African-American students in lower-level
classes. AVID has doubled the number of African-American students taking advanced
placement (AP) courses through their program (AVID, n.d.). The AVID program believes it is
important to provide students with high-quality learning experiences without the students feeling
they have to loss their cultural identity.
Conclusion
Contrary to popular belief, the African-American community has always valued
education. However, in today’s schools African-American male students can find themselves in
a hostile and unwelcoming learning environment. The negative stereotypes that radiate from
many directions seem to follow them into the school setting on a daily basis. This has created a
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level of distrust for African-American male students and their families. This is compounded by
the fact that the percentage of African-American educators in classrooms continues to decline.
According to the U.S. Department of Education (2013), White teachers make up 82% of teachers
and African-American teachers compose 7% of teachers in the United States. This has an impact
on African-American children when they are unable to seek positive role models serving in
schools each day. This can be very discouraging for African-American male students as they
struggle to find their way in the world of education. The need for culturally responsive
pedagogy is great! The message that they are not smart enough or that they are less than needs
to end. Kozleski (2010) explained that culturally responsive educators are committed to
transforming the educational institutions they work in each day. These educators truly believe
African-American male students deserve the right to a high-quality education. Empirical studies
have shown that culturally responsive pedagogy makes a difference for African-American
students, especially those in urban settings. The difference involves not only academic
achievement, but the overall social and emotional growth needed for success in later life
(Shevalier & McKenzie, 2012).
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CHAPTER 3: METHODOLOGY

This research study was developed to look at the relationship between CRP and increased
academic performance of African-American male students. The use of culturally responsive
pedagogy in the quest to narrow the achievement gap is a complex phenomenon that does not
have a simple solution. Culture is fluid and ever changing. There is not a “one-size-fits-all”
framework for providing CRP. The initial steps of this study involved looking at the
achievement gap at the national and state level through the use of NAEP and ISTEP+ assessment
data. This information was used to reinforce the fact that the achievement gap continues to exist
and deprive African-American male students of high-quality learning opportunities. There are
several factors that contribute to the achievement gap, but there are scholars that believe the
school setting needs to make greater efforts to close the gap through the implementation of
culturally responsive practices (Delpit, 2012; Gay, 2010; Nieto, 2013; Thompson, 2004). This
study has been designed to assess the impact of culturally responsive practices on the academic
achievement of African-American male students. The concept of CRP is not a new one, but one
that continues to elude educators across the nation. The lack of rich, culturally responsive
practices creates learning obstacles for African-American male students.
The research study explored teachers’ perceptions concerning the impact of CRP on the
student learning outcomes of African-American male students through observations, selfassessment, and interviews with teachers and the principal in one elementary school. The
qualitative research case study approach allowed me to get into the classroom setting to see,
firsthand, the culturally responsive practices being implemented. This also provided an
opportunity for the teachers and principal to give their perceptions on the implementation of CRP
and the impact they believe CRP has had on the African-American male students in the school.
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The results from this study has the potential to serve as a springboard for other educators with a
desire to provide culturally responsive practices to the African-American male students they
serve. The results of this study has the capacity to provide this school with a snapshot of how
CRP is implemented and perceived in the elementary school setting and the potential it has to
narrow the achievement gap for our African-American male students.
Purpose of the Study
The purpose of this qualitative research case study was to explore teachers’ perceptions
on the impact of implementing CRP practices on the student learning outcomes of AfricanAmerican male students. The secondary purpose was to identify teachers’ perceptions about the
CRP strategies needed in the elementary school classroom/setting to address the diverse needs of
African-American male students. In this research design, teachers and the principal were able to
share their perceptions on how CRP has impacted the student learning outcomes of AfricanAmerican male students. There was a focus on culturally responsive strategies implemented in
the elementary school setting, as demonstrated on the CRIOP, coupled with the performance of
African-American male students on student learning outcomes. CRIOP was developed to take a
look at the culturally responsive practices in the classroom setting (Rightmyer et al., 2008). The
research in this study resulted in the following:
1. A clear definition of the components of CRP and teachers’ perceptions of the impact
of implementation on the student learning outcomes of African-American male
students.
2. A direct examination of the CRP strategies that elementary school teachers utilize in
their classrooms to address the diverse needs of African-American male students in
the classroom. Information gathered will provide foundational knowledge concerning
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CRP practices in the school. This information was used to guide the staff and
administrator interviews.
Research Question
This study sought the answer to one major question in regard to the use of CRP in the
classroom: What are teachers’ perceptions concerning the impact of implementing CRP practices
on the student learning outcomes of African-American male students in the elementary school
setting?
Theoretical Framework
Whiting (2009) explained that “the educational and social status of Black males in the
United States is dismal” (p. 225). He shared in his research that African-American male students
are failing to thrive in the educational setting. Whiting believed that educators need to develop a
“scholar identity” among the African-American male students that are served in their classrooms.
He defined scholar identity as “one in which Black males perceive themselves as academicians,
as studious, and as intelligent or talented in school settings” (p. 227). The conceptual model
developed in Whiting’s work focused on several characteristics that contribute to the
development of a scholar identity in African-American male students: self-efficacy, future
orientation, willingness to make sacrifices, internal locus of control, self-awareness, need for
achievement over need for affiliation, academic self-confidence, racial identity, and masculinity
(Whiting, 2006). As Whiting continued to delve into his research, the focus on empowerment
emerged as another strategy for developing scholar identity in African-American male students.
There was a clear focus on embracing culturally responsive practices that include African and
African-American cultural perspectives. The proponents for culturally responsive practices
contend that African-American students experiences increased engagement and motivation when
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they see themselves positively affirmed in the curriculum and instructional practices (Whiting,
2006). When a culturally responsive approach is infused into the classroom, African-American
students feel empowered (Banks, 2006; Gay, 2002; Whiting, 2009). Whiting’s model serves as a
foundation for the theoretical framework for this research study, as it revealed the importance of
cultivating and fostering key characteristics through a culturally responsive approach in the
school setting to increase the academic achievement of African-American male students.
The study was a qualitative case study research design with purposeful sampling. The
case study allowed one to use a specific case to gather information and gain insight concerning a
phenomenon or issue (Crowe et al., 2011). As previously mentioned, the case study approach
allows for the researcher to study a case to learn more about the issue and draw conclusions that
make an impact beyond the particular case being studied (Johnson & Christensen, 2014).
According to Bromley (1990), a case study is a systematic inquiry into an event or set of related
events aiming to describe and explain a phenomenon of interest” (p. 302). The concerns
surrounding the achievement gap involve inequitable learning opportunities in the school setting,
but most importantly, the achievement gap has the potential to have lasting effects on the
productivity of African-American male students in society (Kuykendall, 2004; Majors & Billson,
1992; Singleton & Linton, 2006). The use of a case study approach provided insight into this
issue (Stake, 1995) that plagues the educational system. The inquiry of case study research
allows the opportunity to explore, explain, or describe phenomenon or events in the real-life
context in which they actually occur (Yin, 2009). As a researcher, I am looking at the real-world
application of culturally responsive practices, teachers’ perceptions of CRP, and the impact it has
on the student learning outcomes of African-American male students in an elementary school
setting.
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In this research design, teachers and administrators were able to share perceptions on how
the implementation of CRP has impacted the student learning outcomes of African-American
male students. The case study approach provided an opportunity to study a complex issue and
gather information from staff and the principal (Patton, 2002). The opportunity to gather the
data in a naturalistic environment and interact with participants in a real-life situation (Creswell,
2007; Merriam, 1998) provides a rich, holistic perspective of the issue being investigated. The
inductive analysis that unfolded was a direct result of the documents that were gathered as well
as the interviews and observations that were conducted during this research study (Patton, 2002).
Site and Participant Selection
As previously mentioned, the study was a qualitative case study research design. One
elementary school was identified for conducting the research. Permission to conduct the
research was obtained from the district superintendent and the building principal. Purdue
University IRB approval was secured prior to the study. The demographics for the school
selected for the study had an enrollment of at least 30% African Americans and no fewer than
700 students. These criteria for selection ensured that there was a sufficient number of AfricanAmerican male students to investigate the impact of CRP on their learning outcomes. The
school selected for the study also had evidence of CRP practices already implemented at the
classroom level (i.e., diversified classroom libraries, African-American History Wax Museum,
BROTHERS mentoring program, Tie Tuesdays, Dress for Success Days, 100 Black Men
partnership, and strategic culturally responsive professional learning opportunities for staff.
All participants invited to participate in the study were required to complete a letter of
consent. The goal was to include a diverse group of novice and veteran teachers in the
observation, self-assessment, and interview processes. The teacher participants were selected
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through a purposeful sampling process, that is they were selected based on their demonstrated
commitment of CRP practices in the classroom according to the principal and teacher survey
information. These teachers were included in classroom observations and interviews. Several
instruments for data collection were used: observations, student learning outcomes, teacher selfassessments, teacher interviews, and principal interview. The participants were able to share
their perceptions on how the implementation of CRP impacted the student learning outcomes of
African-American male students.
Context of the Study
The school site was selected based on the high African-American student population.
Neverland Elementary, a pseudonym to protect its identity, had approximately 900 students
enrolled. The African-American student population was 61%, which exceeded the criteria of
30% African-American students. This elementary school site had seen a dramatic demographic
shift over the past 10 years. The need for school-wide implementation of CRP practices was
evident through the presentations shared by the principal, assistant principal, and district level
staff. The principal had developed strategies to help increase academic achievement of students
as evident from the school’s academic improvement from a letter grade of F to a letter grade of
B. Despite the fact that the letter grade system is flawed, it is important to note this improvement
as academic improvements were made. According to the IDOE, the school was identified as one
of only 147 schools (out of 470) with a passing rate at or above 75% for African-American male
students on standardized assessments. In the following years after the increased letter grade, the
school’s letter grade returned to a failing grade. The large African-American population and
level of academic achievement over the past few years created a sense of urgency for the
building principal. The school site was also selected based on the creation of a school-based
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equity team, focus on culturally responsive professional learning, and the transition toward
creating a culturally responsive and equitable learning environment.
Neverland Elementary was located in the MSD of Mystical Place in a large urban
Midwestern city. The school had been in open for over 20 years. The free and reduced lunch
rate in the building was 76%. The student mobility rate for the current school year was 26%.
The school was located in a high crime area with over 16 apartment complexes. The majority of
these apartment complexes were low-income, public housing sites. The school had seen a spike
in discipline referrals during the 2010-2011 school year. The school worked strategically to
address this concern and saw a sharp decline in discipline referrals for African-American male
students. Unfortunately, as the enrollment numbers began to reach 900 students during the 20142015 school year, there was another increase in disciplinary infractions. The need for culturally
responsive instruction was never greater. The building principal had worked with district
curriculum coordinators to create professional learning opportunities to meet this need. The
principal was committed to their brand, “Focused, Centered, and Determined” as well as the
school’s theme, “Champions for Children.”
Research Procedures
Kunjufu (1985) shared the theory that the academic achievement of African-American
children diminishes over their educational years. He believed, in many cases, the energetic and
enthusiastic African-American child who enters kindergarten is not the same child that exits in
Grade 12. As this tragedy begins to surface, many African-American students appear to lose
their love for learning, especially African-American male students. Kunjufu believed the
primary years are vital years for increasing academic achievement. Unfortunately, by the time
African-American students reach Grade 4, there are many that feel defeated and disenfranchised
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by the educational system. He described the Grade 4 failure syndrome as a phenomenon
experienced by minority students, especially African-American male students. Sadly, this
downward spiral continues into their middle and high school years. Hence, based on Kunjufu’s
theory surrounding the Grade 4 failure syndrome, it was beneficial to have Grades K to 6
classrooms for observation purposes in this study.
My research question was developed to explore the impact of implementing CRP on the
student learning outcomes of African-American male students. I analyzed the perceptions of
teachers and the principal concerning CRP through standardized open-ended interviews,
conducted classroom observations, and obtained student learning outcome data. The classroom
observations involved the use of an observation protocol tool (see description in the section
below) to assess implementation of culturally responsive practices. There needed to be several
informal school visits prior to the official classroom observations to provide opportunities for
establishing trust and rapport with staff and students. I formally observed three classrooms three
times each for a minimum of 90 minutes. The observations took place during the language arts
portion of the day. This included the reading and writing workshop times.
Participants
The superintendent of the school district was sent an introductory email requesting
permission for the school to participate in the study. The principal of the school was also sent an
email seeking permission to conduct the study at the building. The principal was purposefully
identified (Patton, 2002) because of her commitment towards culturally responsive instruction
and equitable learning opportunities. Over the past two years, she was tasked with increasing
academic achievement in her school building, which happened to have a majority AfricanAmerican student population. She had seen the effects of “White flight” in her building and the
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reluctance of staff members to embrace the culture of the students who were currently served in
her building. I believed the opportunity to glimpse into her perceptions of CRP strategies as a
principal, her focus on increasing academic achievement for all students, in particular AfricanAmerican male students, provided valuable information for my research study.
The teachers were selected through a purposeful selection process (Merriam, 1998). The
principal was asked to allow me to speak briefly at a staff meeting about the research study. At
the conclusion of the meeting, I informed teachers that I sought teacher volunteers of those who
believed they had demonstrated a commitment toward developing a culturally responsive
learning environment. The principal was asked to create a list of classroom teachers who had
demonstrated a commitment for developing a culturally responsive learning environment for
their students based on the teacher participant selection survey (Appendix A). These teachers
had demonstrated their dedication toward empowering African-American male students through
CRP and increased their student learning outcomes. All teachers in Grades K through 6 were
sent a CRP survey to assist in the selection process (Appendix B). I used the recommendations
from the teacher participant selection list provided by the principal and the teacher survey results
to select teacher participants for the study. Once the list was generated, I contacted these
individuals and asked them to officially participate in the study. Due to the large number of
certified staff members, approximately 55, I hoped that the participants came from diverse
backgrounds with various years of teaching experience. I wanted to have three teachers
volunteer for this study, but was enthusiastic to interview additional teachers if more were
willing. I set the maximum at five teachers for the interview process. If I could not obtain three
teachers from Neverland Elementary, I planned to seek additional volunteers at another

57
elementary school in the district providing evidence of CRP implementation. Fortunately, I was
able to obtain the three teachers needed for my study from this elementary school.
Data Collection
Three phases of data collection were proposed to conduct the research study. Classroom
observations and self-assessments using the CRIOP instrument, interviews, and analysis of
documents were utilized. The goal of the data collection process was to provide rich, detailed
descriptions and analysis of CRP implementation and the teachers’ perceptions of the impact of
CRP strategies on SLOs to meet the diverse needs of African-American male students in the
elementary school setting. A detailed explanation of each phase is outlined in the sections that
follow.
Observations
The classroom observations involved three classrooms at the elementary school. Each
classroom was observed three times for a minimum of 90 minutes over a three month period.
This allowed for greater awareness into the CRP strategies being implemented in the classroom.
The observations were also rotated so that the observations did not take place on the same day of
the week for each teacher. For example, I made sure that Teacher A’s classroom was observed
on a Monday only one time. This allowed for greater insight into the type of instructional
delivery that occurred on different days of the week. I used the CRIOP instrument to conduct
classroom observations and assess the practices being implemented. All participants were given
a copy of the CRIOP instrument prior to the first observation. I also used field notes as I served
in a participant-as-observer role during classroom observations. CRIOP recommends that field
notes be taken at five-minute intervals during the observation. The opportunity to engage as a
participant observer provided the chance to share in the actual “activities of the setting under
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study in order to develop an insider’s view of what is happening, the emic perspective” (Patton,
2002, p. 268). I was able to conduct the research as a participant observer based on the
discussions with the teacher following the interviews. The interactions that allowed for
participant observation took place solely between teacher, principal, and me. There were
minimal interactions with students in order to not take the focus off of the intended data
collection sources. I provided the class with a daily greeting upon entering the classroom. The
students and staff were aware of my identity, but the primary goal was to gather data from each
observation. I sat in the back of the classroom during the observations. The observations were
not video-recorded to minimize the opportunity for distractions. I also made sure to conduct
several informal observations in the classroom and throughout the building to establish a sense of
familiarity in the school setting and establish repertoire with students and staff.
The CRIOP tool provides six holistic pillars of culturally responsive instruction:
classroom relationships, family collaboration, assessment practices, instructional practices,
discourse, and sociopolitical consciousness. The classroom observation implementation ratings
were analyzed based on a 4-point rating scale (a Likert scale) to look for the frequency of each
category. The scores ranged from 1 – 4 and included sections for field notes. The scores used
were as follows: “1” to represent a classroom that was not at all characterized by culturally
responsive features, “2” for a classroom that was occasionally characterized by culturally
responsive features, “3” for a classroom that was often characterized by culturally responsive
features, and “4” for a classroom that was to a great extent characterized by culturally responsive
features (Rightmyer et al., 2008). According to the researchers, the CRIOP observation
instrument has been reported to produce Cronbach’s alpha values ranging between .88 and .94
(Malo-Juvera, Powell, & Cantrell, 2013), .61 and .77 (Cantrell, Correll, Malo-Juvera, & Ivanyuk,
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2014); and .78 and .76 through the use of the observation tool, teacher interviews, and family
collaboration interviews (Powell, Cantrell, Correll, & Malo-Juvera, 2014). However, this study
only included the use of classroom observations, teacher self-assessments, teacher interviews,
and principal interview. The CRIOP tool was also analyzed based on the field notes taken
during observations to obtain an overall holistic score for each section. The overall scores for
each section were combined to provide a holistic score for the teacher’s implementation of
culturally responsive practices. The six categories from the CRIOP instrument are listed below:
•

CRIOP Pillar 1: Culturally Responsive Classroom Relationships
o CRI Indicator 1: The teacher demonstrates an ethic of care e.g. equitable
relationships, bonding
o CRI Indicator 2: The teacher communicates high expectations for all students
o CRI Indicator 3: The teachers creates a learning atmosphere that engenders
respect for one another and toward diverse populations
o CRT Indicator 4: Students work together productively

•

CRIOP Pillar 2: Culturally Responsive Family Collaboration
o CRI Indicator 1: The teacher establishes genuine partnerships (equitable
relationships) with parents/caregivers
o CRI Indicator 2: The teacher reaches out to meet parents in positive, nontraditional ways
o CRI Indicator 3: The teachers uses parent expertise to support student learning
and/or classroom instruction

•

CRIOP Pillar 3: Culturally Responsive Assessment Practices
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o CRI Indicator 1: Formative assessment practices are used that provide
information throughout the lesson on individual student understanding;
student are able to demonstrate their learning in a variety of ways, including
authentic assessments
o CRI Indicator 2: Teacher uses formative assessment data throughout
instruction to promote student learning
o CRI Indicator 3: Students have opportunities for self-assessment
•

CRIOP Pillar 4: Culturally Responsive Instructional Practices
o CRI Indicator 1: Instruction is contextualized in students’ lives, experiences,
and individual abilities
o CRI Indicator 2: Students engage in active, hands-on, meaningful learning
tasks
o CRI Indicator 3: The teacher focuses on developing students’ academic
vocabularies
o CRI Indicator 4: The teacher uses instructional techniques that scaffold
student learning
o CRI Indicator 5: Students are engaged in inquiry and the teacher learns with
students
o CRI Indicator 6: Students have choices based upon their experiences,
interests, and strengths

•

CRIOP Pillar 5: Culturally Responsive Discourse
o CRI Indicator 1: The teacher promotes active student engagement through
discourse practices
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o CRI Indicator 2: The teacher promotes equitable and culturally congruent
discourse practices
o CRI Indicator 3: The teacher provides structures that promote academic
conversation
o CRI Indicator 4: The teacher provides opportunities for students to develop
linguistic competence
•

CRI Pillar 6: Culturally Responsive Sociopolitical Consciousness
o CRI Indicator 1: The curriculum and planned learning experiences provide
opportunities for the inclusion of issues important to the classroom, school,
and community
o CRI Indicator 2: The curriculum and planned learning experiences incorporate
opportunities to confront negative stereotypes and biases
o CRI Indicator 3: The curriculum and planned learning experiences integrate
and provide opportunities for the expression of diverse perspectives

The implementation of culturally responsive practices, as indicated on the CRIOP tool,
coupled with the student learning outcomes of African-American males was analyzed to
determine the impact of the implementation. Teachers also used the CRIOP instrument as a selfassessment tool. Descriptive statistics such as mean and standard deviation were used to report
data findings about the impact of CRP across settings.
Interviews
The teacher pre-observation and post-observation staff interviews involved three teachers
from the school with diverse backgrounds and various years of teaching experience in Grades 2
and 3. These individuals were the same teachers that participated in the classroom observations.
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The building principal was also interviewed to gather information about her perceptions of CRP
strategies in the classroom that addressed the diverse needs of African-American male students
in the elementary school classroom/setting. The qualitative interview approach allows the
researcher to “obtain in-depth information about a participant’s thoughts, beliefs, knowledge,
reasoning, motivations, and feelings about a topic” (Johnson & Christensen, 2014, p. 233). This
option provided the opportunity to delve into the perceptions of teachers and the principal
regarding CRP’s impact on the student learning outcomes of African-American male students.
The interview questions were structured with a standardized open-ended interview format to help
ensure the interview was focused (Patton, 2002). There were 10 pre-observation teacher
interview questions, that included a short section for comments, and the interviews lasted
approximately 30-45 minutes each. The post-observation teacher interview questions consisted
of three questions, with each interview lasting 15-20 minutes. The principal’s interview
consisted of 10 interview questions with a short section for comments. This interview lasted
approximately 30-45 minutes. The interviews were originally scheduled to take place in a
conference room, but the teachers preferred to use their classrooms to maximize their time. The
interviews were conducted at the convenience of the staff member (i.e. prep periods, after school,
weekends, etc.). The interviews were audiotaped and transcribed for data analysis. This helped
me to listen attentively as I took notes (Patton, 2002). The interview protocols I developed are
found in Appendix C. The open coding method was used for analysis purposes. The teacher
participants were asked pre-observation and post-observation interview questions. The postobservation interview took place after the teacher had received feedback on the classroom
observations. This allow the participant to share any additional information they believed was
necessary for the study.
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Documents
The student learning outcomes and culturally responsive professional learning offerings
were collected for analysis purposes. The SLOs are a data instrument that is used to guide
instructional planning purposes. These data points represent assessments that are currently on
hand and used for instructional purposes at the school level (Johnson & Christensen, 2014). The
SLOs documents shed light on the student learning outcomes of African-American male students
in the building. The professional learning documents (i.e. culturally responsive professional
development artifacts, agendas, workshop materials, lesson plan activities, professional learning
journals, webinars, parent engagement workshops, mission and vision statements, school
improvement plan, district policies on CRP and equity, etc.) highlighted efforts made to
incorporate CRP into the teaching and learning environment.
Data Analysis and Interpretation
This research study involved multiple data sources. The data sources, including student
learning outcomes, classroom observation ratings using the CRIOP, teacher interviews, teacher
self-assessments, were analyzed. The SLOs were utilized for descriptive statistic purposes to
determine if a trend exists between the implementation of CRP and increased learning outcomes
for African-American male students. The SLOs analysis also provided data based on the
academic performance of African-American male students in the classrooms of the observed and
interviewed teachers implementing CRP practices.
The qualitative data, including observations, self-assessments, and interviews were
analyzed to identify themes, relationships, and patterns through open coding. I created a master
list of codes to be utilized in the research study. During the transcription process, the qualitative
data were segmented and coded to identify various categories for the research study. Open
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coding, was used to identify and label important information gathered from the transcribed data.
These labels and similarities were organized into concepts and categories, including
subcategories (Böhn, 2004).
To ensure the reliability and validity of the data, I also engaged in the reflexivity,
triangulation, and participant feedback processes (Johnson & Christensen, 2014). The reflexivity
process allows one to use a self-reflection process to decrease the opportunities for researcher
bias. Throughout the research process, I kept a self-reflection journal to capture information
from all aspects of the study in an attempt to reduce personal bias (Patton, 2002).
The multiple data sources were triangulated to increase validity. This validity was
established through authenticity, credibility, and trustworthiness (Zucker, 2009). The
observations, self-assessments, and interviews for teachers and the principal were used as
additional data sources to identify various themes, patterns, and relationships from participants.
The triangulation of all data sources helped to increase the validation of the research findings.
The interview data were analyzed using the participant feedback/member checking
technique (Baxter & Jack, 2008). After conducting teacher and principal interviews, the
participants were asked to review the interpretation of the data during a follow-up session. The
participants were given the opportunity to discuss the interpretation of the data. They were able
to clarify information and contribute additional information concerning the topic. The
information gathered from the participants provided valuable feedback during the data analysis
process. The participants also participated in a follow-up interview after the classroom
observation feedback sessions had taken place. The various data sources used in case study
research allowed for multiple pieces of the puzzle to be put together, which resulted in enriched
credibility of the data (Patton, 2002; Yin, 2009). According to Baxter and Jack (2008), it is
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important that the data is converged in order to fully understand the case in a holistic manner.
The analysis of multiple data sources allowed the research questions, determining teachers’
perceptions of the impact of implementing CRP on the student learning outcomes of AfricanAmerican male students as well as teachers’ perceptions of the CRP strategies used, to meet the
diverse needs of African-American male students to be fully explored.
Researcher Bias and Ethical Considerations
As an African-American woman and mother of a young boy, this is a topic that I am
personally and professionally committed to in order to change the current trajectory of
American-American male students’ success in the educational setting. I have had the privilege
of being an educator for 18 years. During that time, I taught elementary grades for four-and-onehalf years, served four years as an elementary school assistant principal, and I am currently in my
11th year as an elementary school principal. I have seen, firsthand, the devastating effects of
institutional racism on the educational outcomes of African-American male students. I believe
that CRP is a vital component to help “level the playing field” for African-American male
students. Unfortunately, culturally responsive practices are lacking in school buildings across
the country. As an African-American administrator, I have also experienced racism and the
negative impact it can have on the life of an individual. There are scars left behind that take
years to heal.
As an elementary school principal, I have been able to provide culturally responsive
professional learning experiences for my staff, and I understand the fact that it can be a hard and
difficult road to maneuver. I have been able to participate in a plethora of professional trainings
on CRP and equitable teaching and learning environments. These training opportunities have
included, but are not limited to, Peace Learning Center, R.E.A.C.H., Undoing Racism, Equity
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Leadership Institute, and School-to-Prison Pipeline workshops. In my building, I have provided
professional learning opportunities regarding culturally responsive implementation strategies (i.e.
book study groups, Equity Team practices, data analysis based on subgroup data, courageous
conversations, etc.). My building has also participated in an equity audit to monitor and gather
feedback from an outside consultant on the culturally responsive and equitable practices in the
building. The information gained through these learning opportunities have enhanced my lived
experiences, but I needed to ensure that I did not allow my professional learning knowledge to
impede upon the information gathered.
As I reflected on any potential bias, several aspects came to mind. As an elementary
school principal in the school district, I was aware of the professional learning opportunities in
the district. I also had relationships with staff members in the school district. The elementary
school I selected for the study was one where I was a former assistant principal. However, over
the past ten years, the staff turnover had been great, and I know the names of very few teachers
in the building. As mentioned earlier, I made sure to follow the interview protocols during
interviews and stayed focused on the components of the CRIOP tool during classroom
observations to ensure that my bias was kept in check during the data collection process.
Summary
The findings in a case study can create opportunities for adaptations in practices to occur
(Zucker, 2009). In this case, it provided a glimpse into the adaptations that can be made in daily
instructional practices to provide a culturally responsive learning environment that meets the
needs of African-American male students, resulting in increased student learning outcomes. The
opportunity to close the achievement gap for African-American male students has the potential
to change their lifelong trajectory in society. The goal of my study was to identify teachers’
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perceptions of the impact of implementing CRP strategies that have the potential to increase
student learning outcomes for African-American male students and begin to narrow the
achievement gap.
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CHAPTER 4: FINDINGS AND IMPLICATIONS

The research for this qualitative case study was conducted in January, February, March,
April, and May of 2017. The study involved a pre-observation interview, three classroom
observations, and a post-observation interview for each participant. Three elementary teachers
from an urban elementary school in Indiana were interviewed and observed. The principal of the
elementary school was also interviewed to provide an overview of the school’s journey toward
CRP practices. The pre-observation and post-observation interviews took place in the school
setting. The interviews were originally scheduled to take place in a conference room, but the
teachers preferred to use their classrooms to maximize their time. Two of the teachers were
interviewed in their classrooms for both the pre-observation and post-observation interviews.
One teacher began the pre-observation interview in a conference room in the main office but
requested to complete it in her classroom due to her schedule. This participant completed the
post-observation interview in her classroom. The classroom observations for each teacher took
place in the individual participant’s classroom. To maintain confidentiality for the individuals
interviewed and observed, each participant was given a pseudonym.
The interviews were audiotaped, transcribed, and coded for data analysis purposes. After
each interview was transcribed, I listened and re-read each transcript to ensure that the
participant’s words were captured in an accurate manner. It was important the participant’s
actual words were conveyed to make sure I kept an objective and non-biased viewpoint that did
not potentially harm the data. Each participant was given the opportunity to review the interview
transcripts and share any necessary clarifications. The teachers were able to look at their
responses to the interview questions regarding their perceptions of the impact of CRP on the
student learning outcomes of African-American male students. After completing these steps,
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each interview and observation was read multiple times to examine the data. It became evident
that key phrases and commonalities were unfolding from the participants’ interview responses
and observed teaching practices. During the coding process, the transcripts were analyzed and
the data organized into emerging themes. As the patterns began to develop around each theme,
assertions for each theme emerged based on the data that were collected. The interview
responses were lengthy; however, the information from each participate was organized to allow
for the common themes and phrases to surface. Figures 1 through 11 depicted below represent
the open coding for the pre-observation interviews.
Pre-observation Interviews
Once the participants were identified for the study, the first step was to schedule preobservation interviews with each participant. The teachers were able to use this time to share
personal information about themselves, including their personal educational journeys regarding
educating African-American male students. Each participant provided background information
about the CRP practices implemented in their teaching and learning environments during the preobservation interviews. The pre-observation interview also provided a glimpse into the beliefs
and mindsets of each participant prior to the first classroom observation being conducted.
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Open Coding for Pre-Observation Teacher Interviews
Figure 1 represents the open coding for the pre-observation Interview Question 1 which
stated, Tell me about yourself, including your cultural and educational background. How has
your background impacted your teaching practices? How would you describe your personal
educational journey in teaching African-American male students?
Teacher #1
Candace Smith
-African-American woman
-9 years of teaching
experience
-Highly educated: Two
masters degrees; working
administration licensure
-Raised in a two-parent
home
-Strict background with high
expectations from her
parents, including academic
and behavior expectations
-This has transferred into her
classroom expectations
-Learning is not optional in
her classroom because
education is free and
students are expected to
utilize the teacher to get
their free education.
-Holds high expectations for
her students when it comes
to learning and their
behavior
-Enjoys teaching her black
and brown students
-Has always had a classroom
full of African-American
males
-African-American male
students bring her joy and
she can relate to them as a
Black person

Teacher #2
Diana Thompson
-African-American woman
-35 years of teaching
experience
-Highly educated: master’s
degree
-Grew up in a segregated
community in the early 60s
-Raised in a two-parent
home
-Parents had different levels
of education (mother had
more schooling)
-Her elementary school as a
child was integrated, but
the community was
segregated
-Growing up, the Black
students were not treated
very well
-She, as well as her brothers
and sisters, were told that
they would go to college
-Her parents had high
expectations for all of their
children
-Based on her school
experiences, she made it a
priority that her students of
color would not feel
isolated or separated from
the other children
-Wants all students to feel
free to learn and grow in

Teacher #3
Teresa Anderson
-Mexican-American woman
-6 years of teaching
experience
-Grew up in a diverse, large
city
-Earned her bachelor’s degree
from a small, liberal arts
college
-Raised in a two-parent home
-Parents had different levels
of education (father could not
read)
-School experiences involved
lots of diversity until she
attended college
-In her experiences, diversity
was celebrated
-Her parents shared what
would happen if she and her
siblings did not get an
education
-The diversity helped her in
her teaching practices;
understanding kids and how
to best help them out the way
she was helped out
-Over the years, she has
grown professionally in her
teaching
-More comfortable in her
ability to teach students from
all backgrounds
-She finds out what is
interesting and important to
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-Has brought in AfricanAmerican people from the
community into the
classroom to provide
students with positive role
models and images of what
they can be

AA male students; makes a
her classroom in a warm
conscious effort to find
and nurturing environment
materials and resources that
-The birth of her son had a
are interesting to AA male
major impact on her
students
teaching practices for
-Increased engagement means
African-American male
decreased behavior concerns
students
-Incorporates topics that are
-Has a propensity toward
interesting to AA male
AA male students because
students into her teaching
she knows how society
-Works to build
views them
understanding among her
-As she saw the injustices
students
that were taking place in
the classroom/school
setting, she reflected on
how this impacts the life of
a child
-High expectations are the
norm for her work with
African-American male
students in the classroom
-Self-reflective process on
teaching practices and
principles in her classroom
-The negative mindsets
about AA men results in a
“less than” mentality
-Educates the kids, but also
the adults that there is no
reason to fear AA male
students; that offends her as
the mother of an AA male
student
-She is harder on AA male
students in the classroom
because she expects them
to work harder and be
better in the classroom (has
higher expectations for AA
male students)

Figure 1. Opening coding chart for pre-observation Interview Question 1.
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Figure 2 represents the open coding for the pre-observation Interview Question 2 which
stated, How are African-American male students performing in the areas of motivation,
engagement, attendance, and behavior? In your opinion, what does it mean to meet the diverse
needs of African-American male students? Can you give me a specific example?
Teacher #1
Candace Smith
-In the area of motivation is
they are motivated to want
to do extra-curricular
activities instead of
educational activities so, for
instance, they want to play
basketball, football, they
want to be on this team,
soccer and so when it comes
to schoolwork a lot of times
if I’m not motivating them
to want to be a part of some
type of team, they have no
parts of the schoolwork.
-Engagement wise, they are
lively, my boys are very
live. They, um, they stay
engaged with me because I
am, I think I am, an over the
top teacher so I am always
moving around and I’m very
loud and animated so it
keeps them engaged.
-Attendance has been a
problem with me this year
with my black boys. Um,
just yesterday, I have four
absent. Four Black boys
absent and I asked every
single one of them…for
what? And nobody was sick
so it was, I just, I don’t
know what’s going on there
with attendance wise so I try
to encourage them to come
to school. You know, their

Teacher #2
Teacher #3
Diana Thompson
Teresa Anderson
-So, I’m making sure that -Um, motivation, I feel like I, I
do okay with that, in engaging
first of all, they know
and attendance. Of course,
their background and
I’m always calling if the kid’s
their history because if
not here. Many of times, I’ve
they think they came
emailed the Parent Liaison
from slavery, that’s one
and I have said, “Can you do
of the first things I
me a favor? This kid hasn’t
correct. I don’t care if
shown up for the past few
you are 8 and 9 years
days. What are we gonna do
old, I need {them} to
about it?” I’m known to call
know that we did not
the office and just say, “Oh,
come from slaves. That
was a part of our history, so and so hasn’t showed up.
we came from kings and Have we checked on them,
you know”?
queens, from scientists
-Behavior again, same, I would
and doctors, and
like to say that I do have the
inventors and thinkers,
same expectations, but the
so that they’re standing
reason why I have the same
on the shoulders of
expectations for all my
greatness. And then we
students is because I take the
began to read about
time to teach in the beginning.
them and study about
I have a, uh, uh, a few read
them and I let them
alouds (Bullying Hurts:
know that we are some
Teaching Kindness Through
of the smartest people
Read Alouds and Seven Habits
on the earth, simply
of Happy Kids). I make sure
because we came
to have a curriculum in that
through the Middle
first, before putting any
Passage and slavery and
emphasis on, uh, getting
they took away, they
through the first unit of study
tried to take away our
language and everything or anything like that because I
feel like if I spend the time
else and through all of
doing… they know what is
that, we still are
expected and then, um, which
standing. And we still
is not perfect, but when
are inventing and
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parents are giving them the
option to stay at home and
so I am trying to encourage
them, you know, to be at
school. Maybe if you are
here so many days you get
to do this.
-Uh, behavior-wise, I have a
pretty well behaved group
of boys, umm, there’s a
couple who don’t want to do
what they supposed to do.
-In my opinion, in order to
meet the, the diverse needs
of African-American males,
I have to be able to connect
with them where they are.
Meaning, um, if they know
who LeBron James is and
they are all into LeBron
James, I’m going to cater
my lesson plans to include
some type of LeBron James
clip or some type of LeBron
James quote so those are
some things that I’ve done
and I also think that if I can
connect with my black boys,
they will be more likely to
respect me and then they
will be engaged and it will
keep their motivation to be
at school. So those are
some things that I do and I
keep up with all the latest
fashion, the latest music, all
of that, I keep up with it,
wrestling, huge.

thinking and creating
and building so they
have to know that they
are smart because what
other generations of
people have done that,
but us. We were fine in
our greatness on the
continent of Africa, but
we were brought here
and that sometimes
people are afraid of their
strength and of their
knowledge so they have
to help change
perceptions, again by
being smart.
-And yes, I expect more
from them, I expect,
have high expectations
for all the students, but I
do try to motivate the
young boys and let them
do poetry and just ways
that they can show me
that they are smart
because it’s not always
in reading, it’s not
always in math, but they
tend to have a
propensity, again
towards science and
math so just trying to
encourage those skills.
-Well, meeting the needs
of them is really
interesting… And I
notice that when I see
those kids in
kindergarten, some of
the very same kids, they
tended to be so smart.
And teachers were even
saying, “They’re so
smart”. And then in
second grade, “they’re

problems do arise, I’m always
able to refer back to….I feel
like it’s worked and I’ve seen
growth and I’ve seen effort
and I’ve seen engagement in
questioning and excitement.
Um, and not only that, in
respect. Respect when I say,
“Okay, I’m looking for a
better you, you know. Find
yourself. Where are you?
Like, do you need 5 minutes?
I’ll give you 5 minutes, but
come back to me and, and we
can have a healthy
conversation.
-It means that you are building
a relationship with the
student. I mean, because how
else do you know what their
needs are, if you don’t know
their background. Um, you
know, and take the time to
have conversations. They
tend to just share already
what, what is, what it is that
you’re kinda hoping that they
do and sometimes they share
it in front of everybody, but
then again, like, when
everybody, when you are
teaching that unit and you’re
teaching understanding and,
and compassion and empathy
and all that stuff, like they,
they tend to become
trustworthy of one another
and, and are not afraid to
share so therefore, I know,
without them knowing, what
their need is. Um, you know,
so, so I think, um, it’s getting
to know them, getting them to
share those stories, um, with
one another and with me. I
call home and I give positive

74
so smart”. And then I
began to see a pattern
where in second grade,
all of a sudden, these
kids who were at the top
level are average or
below average in second
grade. And then, by the
time they got to third
grade, again they were
average third
graders….and asking
what is happening at the
end of first grade and
second grade level that
smart 6 and 7 year olds,
now at 8 or 9 are below
average or average.
-I began to talk to the
kids about some of the
things. They were no
longer looked at as
smart, but as children
who caused, had, uh,
behavior problems. So
that’s one of the first
things I talk to parents
about and parents tell
me that story over and
over. So, one of the first
things I try to let parents
know is that it’s a new
beginning. I’m not
concerned about who
they were as a second
grader, but this is who
they are as a third grader
so it’s a new beginning
and begin to work with
parents to say, “Let’s get
them back to thinking
their smart again.”

feedback to parents about
something positive that they
did and I sometimes, I have
Panther Paw stickers that I
write with a permanent black
marker

Figure 2. Opening coding chart for pre-observation Interview Question 2.
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Figure 3 represents the open coding for the pre-observation Interview Question 3 which
stated, How do you assess African-American male students in a culturally responsive manner that
captures the various learning styles brought to the learning environment? In what ways do these
assessment strategies allow African-American male students to share their knowledge? Can you
give me a specific example?
Teacher #1
Candace Smith
-I want to make sure that I
am assessing them fair.
Um, because sometimes
equal is not always fair and
so I try to ensure that I am
bringing the different types
of learning styles so some
of them are the kinesthetic,
some are listening styles.
-I want to make sure that all
of the learning styles are
brought into, um, my
learning environment and
I’m not just teaching one
way. It’s not like a one
shoe, one size shoe fits all.
Um, what ways do I assess
strategies to allow them to
share their knowledge? I
do a lot of, um, what I say,
compelling conversations,
carpet talks. We have
community building
activities that we do.
-We just did one, um, based
on bullying and what does
that mean and how to be a
conflict resolutioner. . . I
don’t know if that is a
word.
-I do informal assessments
where, um, I’m walking
around and I’m note-taking
on different things, skills,

Teacher #2
Diana Thompson
-Um, you know, they do the
formal assessments that we
do, but a lot of times,
especially in writing and in
math, they come and they
want to sing, they want to
dance, they want to be
football players so instead
of saying, “You’re not
going to be that, you’re
never going to be that, only
a certain percentage of kids
get to know that”. I say to
them, “Yes, you wanna,
that is perfect.” And so,
I’m not going to tell them
what they can’t be, I’m
going to try to take that
football and when they are
doing math, I gonna try to
do problem solving that
puts their name in the
assessment, talks about
their football team or their
soccer team and what they
want to do, and then they
have a buy-in now and so,
then they are more
interested in what the
problem is about.
-And with a lot of the
writing and stuff, we’ll put
it to a beat and then they
know that their rapping

Teacher #3
Teresa Anderson
-I make sure that I am
providing, um, an assessment
that is going to bring the best
in them, that is going to be so
engaging that they are gonna
wanna to show me the best
work because they are
engaged in that so, um, for
example. . . I said that I like
to use read alouds that are
engaging and. . .they have to
respond to and show some
type of comprehension
reading response.
-Yeah, the projects that I do,
um, craft activities, the
reading responses, the, the
tests, the um, conversations
we have. The Dr. Martin
Luther King project that we
did. This project was after
we watched, Our Friend
Martin, the video, love it,
beautiful video. We also
read, they also took notes
down while they were
watching the video, they
were allowed to take down
notes and anything that
sparked their interest or they
had questions about, they
were able to write down, we
read the book, um, on
Myon™ {computer-based
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that they may need help on
and I also do formal
assessments to help them
prepare for different state
tests.

isn’t just, you’re just not a
rapper, yes, but I’m
creating cause I’m a
creator.
-I do a lot of informal
assessments with kids, you
show me what you know in
your best talent, in your
best whatever.
-I’ll talk about a poetry unit
cause we did last year and
this was so interesting.
They began, were able to
write and then put their
poetry to music, they
rapped it out. And I’ll just
tell you, can I call kid’s
names? Okay, one of the
little boys (reading at a H
or an I), but he was able to
speak his words using this
speech translation on the,
uh, computer, speak his
words. You know, he
acted up in class, but this
was something he was
engaged in and he did it
very well and so for him to
stand up and share his
when it was time to share
and for the kids to stomp
and clap. I just saw his
entire face change, you
know, and then after that,
he began to want to write
more. He wanted to write
more poems, wanted to
write music.

library} they have two really
good books on Dr. Martin
Luther King. After two readalouds and a movie and
conversation, they had to
write down, um, Dr. Martin
Luther King’s dream in their
own words. . . And then we
had to, they had to do their
own dream, um, what their
own dream was. And they
also had a chance to share,
every single kid had a chance
to share their dream aloud
with each other and after
sharing their dreams, they
had to give each other, uh, a
compliment or um, this time
there were no suggestions on
how to make it better, but
just like a, something that
they liked about their dream
and what they saw them
doing in the future so they
had to share with each other.

Figure 3. Opening coding chart for pre-observation Interview Question 3.
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Figure 4 represents the open coding for the pre-observation Interview Question 4 which
stated, In what ways have you worked to design a classroom learning atmosphere focused on an
ethic of care, high expectations, respect, and connection for African-American male students?
How have you actively confronted discriminatory actions in the classroom and school setting?
Can you give me a specific example?
Teacher #1
Teacher #2
Teacher #3
Candace Smith
Diana Thompson
Teresa Anderson
-Okay, so I am super big on
-Well, I start the school
-For me, I have high
year. . . every kid, inviting classroom, creating a
expectations. I am all
positive classroom culture.
about teaching my African- them to the classroom,
Um, I am extremely big on
letting them know, who I
American males how to be
that, so, um, I like to collect
am, what I expect and that
independent thinkers, um,
as many read alouds as I can
I’m looking forward to
so I give them a routine
that they can relate to and
meeting them when they
-For respect, we actually
that they are always
get here.
define what respect is for
expected to respond to,
them and then what respect -Within the first week of
school, the first seven days, whether it be with a partner,
is for me and we come to
whether it be whole class,
I have made a positive
an agreement together on
whether it’s just one on one
phone call to every student
what respect is. And we
with me, or on a organizer
in that classroom.
post it up in the classroom
-I begin to have small Lunch or something like that. -So,
and if we have to revisit,
um, we always talk about
uh, we revisit what we said Bunches with kids, as
caring for others, we talk
respect was to connect with they’re doing, every kid at
about no matter what’s on
the beginning of the year
my African-American
the outside, it’s what’s on
gets to come to the Lunch
males because sometimes
the inside that matters so we
Bunch to meet with me.
it’s not about them not
have a lot of books like, like
And one thing that I’ve
knowing what to do. It’s
that, um.
done in the past few years,
just they don’t know how
-Um, like I said, I follow this
to do and so I have to teach um, is to call Africanprogram in a book and it
American boys together as
them what are my
outlines the books that, that
a group just to let them
expectations.
you should start out with
know what I’m expecting
-I’m very consistent in
from them, that I have a lot and it progresses to deeper
teaching them that, to be
conversations that we have
of high hopes for them and
independent thinkers.
high expectations for them. in the classroom. Um, some
-If there is something going
of them are, are tough to
-One of the things I do,
on in the classroom that is
have, but when the kids
especially with Africandiscriminatory, I do a
notice that they have more
American boys, is I learn
whole class, if I feel
similarities with each other,
their mother’s names right
necessary, to bring the
then differences, then they
off the bat. Uh, the other
whole class and have a
start to care for one another.
thing is, I let them know
conversation about what is

78
going on. I have used um
some news stories. I
remember back in the past
when the Trayvon Martin,
when his hood was up and
he had the skittles in his
hand.
- And so I have classroom
discussions, sometimes if
it’s just a one-on-one or a
couple of students

that they are responsible for Um, and they start to see
their own actions, that, yes, that they’re not different
after all. And, um, and they
mama can work hard, I can
start to, to have respect for
work hard, but if they’re
one another.
hardly working, then it’s
-High expectations, every
not a relationship. That
day, every day that’s a thing
they have to put in the
that we repeat in the
work.
morning pledge. We, you
-Um, so building that, uh,
know, we are to, the
relationship in the
morning pledge, we are to,
classroom, grouping,
follow the rules, um, do
having a group of them
what is expected, to, to get
together, talking to them,
the results that we want to
just really encouraging
get, or that they want to get,
them
not so much me, but that
-But one of the things I will
they want to get because at
not do, is have other
the end of the day, they do
teachers come and tell me
what they were like before. want to do good.
-Um, um, I mean just being
That gets shut down, the
aware of what is going on in
adults get shut down,
the world right now and
instantly and with the
what’s going on in their
quickness
world, that it’s super
-The other thing is I let kids
important. I remember,
know, and especially
when it was the “don’t
African-American males,
breathe”, uh, “hands up”, or
that they can be whatever
they want to be. I am just a um, it was that incident. I
can’t think of it, but I know
keeper of their dream.
that it was something that
And I will help them reach
was important for my kids
that dream, I tell them that
to talk about because they
all the time, and not to let
came in talking about it. I
anybody else steal their
know that it was something
dreams. We are here to be
that they wanted to, to
the keepers. I have them
discuss so we found a way
for over 185 days. They
to discuss it that was ageare, but a twinkle in my
appropriate, not taken far,
eye, that I will do
everything I can in that 185 you know, making sure that
I wasn’t going to offend
days to make them a better
anybody, but it was a
person.
conversation that I felt
-I make sure that they are
needed to be had because I
aware of their culture, the
wanted them, my Africangreatness of their culture,
where they come from and, American males, to
understand that it was
um, I make them know
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somebody in the sports
world, they have to know
someone in the science
world, they have to know
inventors, you’ve got to
know the names of doctors,
so that they always know
we come from greatness.

important in their lives and
with the issues that were
going around, um, were
some things that they were
worried about, but that I
understood and that I heard,
but that they were, that they
were going to be okay.

Figure 4. Opening coding chart for pre-observation Interview Question 4.

Figure 5 represents the open coding for the pre-observation Interview Question 5 which
stated, Describe the climate that you have created that values the culture and diverse viewpoints
of African-American male students? Can you give me a specific example?
Teacher #1 – Candace
Teacher #2 –
Teacher #3 –
Smith
Diana Thompson
Teresa Anderson
-From first, day one, we talk -Yes, I think the climate that -Okay, having, um, realia, I
guess, that is, that they see
I have tried to set in this
about, um, values and
themselves in, positively, is
classroom is making sure
cultures and how all of us
a way that I have felt that I
that when the Africanare different.
have created a climate
-I have um, at the beginning American male students
where they know that their
look around, that they see
of the school year a basket
values and viewpoints are,
pictures that look like
of diverse books. And it
are respected.
will include various authors themselves. Um, so there
-Other things I’ve done for
from Hispanic background, are pictures of AfricanAfrican-American males,
American males as
African-American
um, we do our history, our
scientists, who are
background, and, um, and
Black History Wax
inventors, artists,
in the pictures they get to
Museum, that’s coming up.
see a brown, black, grey, or musicians, so that they
We do it every year and we
know,
whatever colors so that
make sure that the students
they know that we all, um, -In my library making sure
have the freedom to choose,
that there are books that
matter.
um, someone that they like.
represent their African-Um, a lot of the posters
I, I never like to assign, I
that you have to hang up in American heritage, that
there are kids who look like like them to brainstorm
the classrooms have white
people that they see on TV
them in the literature that
kids. Um, they don’t have
or that they’ve heard their
I’m reading, in the videos
children of color so I try to
parents talk about and then
that I’m showing so that
make sure that anything I
they have, out of those
post around the room, it has they know an AfricanAmerican perspective. One choices that they have, they
things that include my
choose the best one, maybe
example is that, when kids
children of color.
are reading realistic fiction
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and the African-American
something they have a
boys are reading
connection with.
Donovan’s Jar, and they’re -I mean, I purposely choose
reading about Cameron
books that show kids of
Jackson, boys that look like different colors, or show,
them, 8- and 9-year-old
show characters, have
boys, who are doing
books, have characters of
mysteries, who are doing
different color who in, in
adventures. And so that
this world a lot of kids don’t
they understand that there’s think happen to those people
literature written about
of color.
them and they’re getting
-Um, there are other books,
the perspective of Africanthat I choose consciously
American boys through
with different color
that literature. I also take
characters, whether it be
the time to make sure that
Asian, whether it’s AfricanI’m pulling up videos
American, whether it’s
where African-Americans
Hispanic, that show them
are speaking, they’re
living the same lifestyles or
actually have a role in what doing the same types of
they are doing, we were
traditions as kids of Africanreading, about Dr. King
American, Africantoday and it was LaVar
American kids.
Burton who’s an AfricanAmerican, who was
actually reading and talking
to them about the Civil
Rights Movement. So just
making sure that they know
that as an AfricanAmerican male, that they
have a voice. That their, a
voice that needs to be heard
and that they come from a
line, again, of thinkers and,
and scientists, and
inventors.
Figure 5. Opening coding chart for pre-observation Interview Question 5.
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Figure 6 represents the open coding for the pre-observation Interview Question 6 which
stated, In what ways have you encouraged the use of home/native language/dialect in a classroom
environment that is collaborative and student-centered? Can you give me a specific example?
Teacher #1
Teacher #2
Teacher #3
Candace Smith
Diana Thompson
Teresa Anderson
-I love to teach writing and I
-I let the students know that
-Okay, I teach my kids that
at school you have a job and there are different languages encourage my kids to use
their voice in writing class.
school is your job and home that we speak. There’s
standard English that we use They, especially when we do
is your home. And one
quotations, which quotations
when we are talking about
thing that we talk, is how
we already taught this year,
reading and language arts
we talk amongst each other
but when, when I feel like
and math and in the
and to our friends and so I
their writing is missing
classroom. There are
do, like you know, if I’m
something, it doesn’t sound
with my friends I might say, languages that we use with
like them, I’ll say, “How
“Hey, how you doing?” and our family and then there
would you say this. Don’t
are languages that we use
we, I, do a whole big thing
look at the paper, just look at
with our culture. And I
on it.
me.” And I start writing
explain. . .that I use all of
-I have them practice with
down what they’re saying. A
me, you know, and so this is those languages every day.
lot of times I, I want ‘em to
-I let the students know that
how you are talking with
just, just tell me, just tell me
it’s okay. . .that it’s okay if
your friends or sometimes
the story. Don’t look at your
they slip into that cultural
home language. And so
paper, don’t hold your pencil,
talk because that’s who we
home language is for home
just look at me, tell me your
are, but that there’s a time
language or for recess time.
story and I’m the one who’s
And then school language is and a place for it, but when
they are responding for their writing down what they’re
for school and I say
saying. And I’ll say, “This is
academics, that we need to
sometimes we have to
speak standard English and I great. . . Cause this is your
speak, um, so that we all
voice. Now let’s use
can understand one another. just think that we as
quotation marks around this.
African-Americans just
Because sometimes I may
How would you say this?”
almost naturally do that.
not know what “slay”
-Like, if they’re telling a
And we have to be able to
means. . .laughing. . .it
story, a personal narrative, it
speak all of those languages
means something different
is a way for them to show me
for school, home, and play.
to me than it does them. So
So, I allow them to do that, I their life. To show me how
we talk about what is home
they are. You know what I
language and what is school don’t say, “You can’t talk
mean and it’s not a room for,
like that”. Yes, you can. .
language and I do a full
umm, grammatically,
.you absolutely can. . .
lesson on it and we have a
good time.
grammatically correct.
Figure 6. Opening coding chart for pre-observation Interview Question 6.
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Figure 7 represents the open coding for the pre-observation Interview Question 7
which stated, Describe the ways that you have incorporated the perspectives, experiences,
and cultural backgrounds of African-American male students into the classroom learning
activities? What impact has this had on the African-American male students in the
classroom? Can you give me a specific example?
Teacher #1
Candace Smith
-I use sports all the time
because that is what my
African-American males
love to talk about, any sport,
it could be anything, golf,
football, football and
basketball are the most
popular, wrestling has just
popped up into the
classroom.
-If I’m teaching a new
lesson, I may talk
about….think about, um,
Lebron is the only person I
could think of
today….dribbling the ball
and you know, he dribbles it
around the court. How
would he find the
perimeter? Or what is that
called? -It’s made them
want to come to school and
it’s made them engaged in
my learning…in learning.
That’s the biggest impact
and then it make me cool.

Teacher #2
Diana Thompson
-One of the things that I
started was a BROTHERS
program to bring college
students into the classroom
and after school tutoring
and mentoring more so than
academics, but teaching
them what a AfricanAmerican male perspective
is
-What it looks like to be a
college student and, um,
each one of those guys
mentored these kids from
2nd grade through 6th grade
-Carried over in my
classroom because, then a
3rd grade teacher, I made
sure my 3rd grade boys
were in it and just how they
felt more confident, they
began to talk about college,
began to talk about an
education outside of 3rd
grade
-Another perspective was
bringing African-American
men into the classroom and
then teaching 3rd grade, 4th
grade boys, what it was to
have a job. wanted to come
back.
-just changing their, their
perspectives, not just on

Teacher #3
Teresa Anderson
-Free writing time, sometimes
happen.
-I like for them to write about
things that are happening in
the world
-The last couple of year, there
have been a lot of issues that
have centered around
minorities, AfricanAmerican, umm, that are
tough topics, you know, to
talk about, but that these, the
kids wanna talk about, all
kids wanna talk about so
those experiences that they
may be experiences,
experiencing from watching
the news, maybe it happened
to them, I like to know about
‘em so they, many of times,
have came here and I’ve said,
“Write about it. It doesn’t
matter. I just wanna see what
you’re thinking. Things
that, umm, that you know
they’re talking about at
home, you know. And that
they’re talking about with
each other at recess on the
playground, um, um,
perspectives, their cultural
backgrounds,
-create understanding for one
another so celebrating each
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academics, but what it
meant to be a man in
different situations.

other’s diversity, but then
creating an understanding of,
of how we, we do things
-Yes, it has an impact {on
African-American males}.
They are eager to share, they
are eager to learn more, they
ask questions, I feel like
anytime that you can get a
kid to ask questions, I feel
like that it has impacted them
and they’re participating.

Figure 7. Opening coding chart for pre-observation Interview Question 7.

Figure 8 represents the open coding for the pre-observation Interview Question 8
which stated, How do you establish genuine relationships with the families and caregivers of
your African-American male students? In what ways do you involve families and caregivers
of African-American male students into the classroom? Can you give me a specific
example?
Teacher #1
Candace Smith
-I think that I’m a uh
relationship person
anyways. I call my parents
all the time or the
caregivers.
-I, uh, go to games that they
invite, um, me to. -I’ve
been to piano lessons in the
past, I mean everything.
Um, anything my students
invite me to, I come out to.
-I involve them by sending a
weekly newsletter home,
letting them know what
we’ve learned in class. The
different skills that we’re
learning, um.

Teacher #2
Diana Thompson
-It’s not talking about it, it’s
about being about it and
it’s just not one time, it’s
ongoing.
-I make sure that the parents
know I care about the
children, but it’s a
partnership. It’s not I’m
going to do all the work,
they’re going to do all the
work, and the kid is hardly
working, but we’re going
to work together. Whenever we meet, the
student is always present,
that little guy is always
with us. I want to know

Teacher #3
Teresa Anderson
-I call home for positives.
I invite parents to come
to the fieldtrips if they
can.
-I send home flyers about
whatever we may be
doing here.
-I have invited parents to
come and do read alouds
as they, they have the
opportunity to.
-I have an open door
policy where they can
come in, probably not
stay too long, you know,
but where they can come
in and, and help out. So,
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-I also have something called
Classdojo™ so I can take
pictures of the students
working or pictures of work
that I give and post it on
there. It’s kind of like a
student-friendly
Facebook™. So, um, those
are things that I involve
them. They are able to text
me through dojo. Quick, so
I keep my phone on me if
anything is going on so
that’s been very effective.

this year, I do have a
what that guy is thinking
parent, um, who has
cause we can tell him what
came in and helped out
we want him to be, but if
-My stickers that I send
he doesn’t have a buy-in,
home with anything
he’s not going to do it. If
positive that they have
Plan A isn’t working, we
done. Class dojo. I use
need a Plan B so, um, I am
in constant contact with my Class Dojo
(classdojo.com). I post
African-American male
pictures on classdojo of
parents as well, letting
the kids doing great
them know when they are
things.
doing great things and the
-It’s just a conscious
things they need to work
decision, decision to, to
on.
make sure to call for
-They’re invited to
everything we have. I don’t positives before there’s
ever a negative that needs
care if it’s their kid’s
birthday party, you’re
to be made a call for.
welcome in this classroom.
I have an open door.
-I want them to come in and
build partnerships. I want
them to come in and read
with them. Do math with
them, sit with them, do an
activity with them. I invite
them to come to lunch
unexpectedly and surprise
them so a lot of them do
that and it happens a lot of
times when I do positive
phone calls.
- I try to give every kid a
positive phone call every
month and that’s gonna be
even before we even start
school.

Figure 8. Opening coding chart for pre-observation Interview Question 8.
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Figure 9 represents the open coding for the pre-observation Interview Question 9 which
stated, Describe how you develop sociopolitical consciousness with multiple perspectives into
the classroom setting to deconstruct negative stereotypes of African-American male students and
African-American culture? Can you give me a specific example?
Teacher #1
Teacher #2
Teacher #3
Candace Smith
Diana Thompson
Teresa Anderson
-Okay, so the times that things
-Each week we do a
-I try not to get too deep
have happened, you know,
because some of the things community circle
outside of the classroom,
-Where every child has the
that are going on in the
outside, in our world. The kids
opportunity to speak about,
world is just too much for
have came in either upset about
sometimes I have a topic,
the little mind.
it, or have opinions on it, and
but once a week we do
-One thing that we did this
for me, it has been important to
what’s called, “What’s
year, is we did a unit on
have like a, I guess, a
Going On In The World”,
the election and so with
community circle about it. A
and it’s been interesting to
the election we talked
community circle where we
me, in the last couple of
about the candidates, the
could first have them tell me
years, especially that our
two candidates. And, um,
what they think it all means to
African-American boys are
we talked about how they
them. I first hear them out and
felt for each candidate and so much more aware at 8
say, “What are you, what does
and nine years old about
so my students were
this mean to you? Tell me, tell
some of the negative things
talking about Trump and
me what your opinion is on
that are happening with
how he had all the
this?” And sometimes, it’s like
world, with police shooting
negative stereotypes of
a spider web that I write, like
of African-American males
African-American males
this is the topic. Tell me
because they’re talking
and how they’re lazy and,
about it in their homes -One everything that you’re thinking
um, and another
about this.
specific incident with that
stereotype that came out
last year was, um, 3rd grade -They tell me all these things and
was that they don’t have
we talk about why they feel that
boys, my 3rd and 4th grade
fathers in the house. And
way and I always, cause I don’t
boys were coming in from
so we talked about that in
want them to think that their
the bus and it was very
the classroom because
opinions don’t matter, their
quiet. And as they were
most of my Africanopinions matter, your opinion
coming into the building
American males, they all
matters, the way you see it
and they came in and they
hang with their father,
matters, so what are we going to
walked into my classroom
they know who they are,
with “hands up, don’t shoot” do about it, so, so what next.
and they, um, you know,
It’s always, always where we
and I almost wept because I
see them on a daily basis.
go. What next? What, how can
And so, um, we talked that could not believe that at 8
we change, what can I do as a
with that particular lesson, and 9 they actually
understood that, but over the citizen, what can I do as a
um, so that they knew
citizen, someone who is going
climate of our country for
that, you know, just
to grow up to be Mrs.
because this person, who
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is our president now, is
saying these things they
don’t have to believe what
is being said and so I do
what, you know, it’s not
what people say, it’s how
you feel and try to get
those stereotypes out of
their minds because it
affects their school work.

the past couple of years,
Hofmann’s age, what can I do
they just had enough.
starting now to, to make this
-When Trayvon Martin was
world a better place
shot, my kids wanted to
-I always make sure to pull out
know was it okay to eat
important leaders and people of
Skittles because in their 8
color who have done something
and nine-year-old minds, he
great for this nation, for our
was shot because he was
world.
carrying Skittles and
-So, the more read alouds that
we do and the more that they
drinking a drink. And so,
know who these people are, I
uh, my African-American
am always able to reference
boys no longer look at a
back to them and say, “Well,
police officer as a friend,
you know, this is nothing to
they look at ‘em as the
worry about right now. As long
enemy
as we know who we are and as
-And it is, there is a fear in
long as we continue to practice
the classroom. I’m finding
our, our good habits and as long
myself spending time, more
as we continue to, to, to get our
and more, of calming down
education, we are going to be
African-American boys and
able to fight. . .inaudible}. . .we
Hispanic boys and children,
are going to be able to fight
8 and 9 years old, that are
thinking about what’s going with our brain and our heart. I
always tell that no matter what
on in their world because
people say about you, no matter
it’s happening and those
conversations are happening what they think, I said you
continue to get your good
in their homes. And when
education, you continue to have
you’re afraid, it’s hard to
teach academics if you don’t your opinions, you continue to
practice, practice your good
address how they really feel
about what’s happening to
habits of happy kids.
their culture and the climate
of their home and what’s
going on in the world.

Figure 9. Opening coding chart for pre-observation interview question 9.
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Figure 10 represents the open coding for the pre-observation Interview Question 10
which stated, In what ways have the culturally responsive professional learning experiences
provided at the district and school level had an influence on the teaching and learning
environment in your classroom? Please provide insight into how your teaching practices have
been enriched through this process to meet the needs of African-American males. Can you give
me a specific example?
Teacher #1
Teacher #2
Candace Smith
Diana Thompson
-I can say that the school
-I would say the first five
district does offer many
years of my career here at
opportunities for us to learn
the district, I did not
about culturally, culturally
receive any culturally
responsive classrooms and
responsive type of
how to make ourselves
experiences, no
professional development, better as a teacher.
-Um, every summer, and I
so what I did, I had to
attended for at least ten or
learn for myself
twelve, at the summer
-Even though I come from
workshops, they would
two-parent home and I’m
bring in people from across
Black myself, I grew up
the country to speak to us
in a White town. . .and so
and we would always go.
it was a culture shock to
me to be in a school where -Um, the district also
everybody is black or, you offerred. . .a book called,
Through Ebony Eyes,. . .but
know, Hispanic and you
I’m going to talk about 2
have one or two white
that impacted me. One was,
kids.
Though Ebony Eyes, it just
-So I did some research,
really opened my eyes of
um, with the lady, what’s
how young Africanher name, she, it’s that
Americans felt at a young
book. . .all the black kids
age, how you could be a
are sitting together in the
cafeteria. . . Dr. Tatum so smart kid in kindergarten,
1st, and 2nd grade and it
I read her book and it
was the first time I had
helped me to understand
heard the term, 4th Grade
some of the stereotypes
failure syndrome. . .so it
that are out there about,
changed my whole
um, African-Americans
perspective about families
and African-American
and how what teachers, the
boys.

Teacher #3
Teresa Anderson
-So district equity, since I’ve
started I’ve learned so much.
-I think I said that that was the
first time I felt that I really
understood these terms. Like,
like what it meant to be
culturally responsive, cause I
feel like I had never heard of
that, these terms
-I definitely come back after
those district equity meetings,
implementing, implementing
something that I’ve learned
from there.
-I’m glad for things like district
equity that kind of just bring
you back to, alright, that, that
there’s this…people feel this
way because this is happening
and people feel, from this
side, feel this way because
this has happened
- Yeah, so these professional
learning experiences have,
have taught me a lot about
seeing through someone else’s
lens and someone else’s
experiences
-I’ve always been okay with,
or, or good with collecting
materials and having things
for students to see themselves
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words that come out of our
-Then the district kind of
mouth and how they impact
shifted and we started
students, especially Africandoing professional
development days, all day, American males
- Activities that we did in a
and so some of these
room full of diverse people
culturally responsive
of different backgrounds,
workshops were available
cultures, and ethnicity and
and I would go to those.
how as many people was in
-Um, the beginning years,
the room that was as many
but now that we are over
different perspectives
the hump of behavior, we
because it taught me that we
are able to focus on how
have to be able to speak
to be a culturally
your own truth, you cannot
responsive teacher.
speak someone else’s truth.
-I do a, um, Black History
So, and it opened my eyes
project every year so
up to how other people
that’s one thing that I do.
unbeknownst to even
They have to pick one
themselves were saying
person to research and
things that showed that you
then for my, cause I have
had low expectations for
high-ability, for my highAfrican-American males, it
ability students they have
showed that you did not
to pick, like, an era. So
consider them to be equal to
like the Civil Rights
other kids in your
movement or sit-ins, so
classroom. Just, sometimes,
they have to pick
just by where they were
something specific,
sitting in the classroom, or
instead of a person. The
just the speak, how your
Harlem Renaissance is
voice changed when you
another one, um, for my
speak to African-American
high-ability students. We
do everything, we do, huh, males so it was a real eyeopener going to that active
the Hispanic Awareness
conference.
Month, Disability Month,
I read a book called, Failure
so we do all of them.
Is Not an Option, and that
literally,. . .it said to me that,
if Plan A doesn’t work, then
we go to Plan B. That we
have to teach our AfricanAmerican boys differently,
and even though I’ve always
done that in a classroom, it
wasn’t intentional. There’s
a different between doing

in, in a positive light, umm,
and to relate to, uh, I’m
constantly buying books and
I’m constantly just thinking
okay, is _____ going to love
this book if I buy it or is it
going to sit in my shelf and no
one is going to touch it. Is
Donovan’s War Jar going to
be picked up. So I just make
sure that I continuously keep
purchasing books where they,
African-American males, can
see themselves. Continuously
keep picking activities that
they can be engaged in.
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something and doing it with
intention.
-Those were books that were
offered to me and through
reading them, they’ve really
helped to change my
perspective and the way that
I teach and the engagement
of African-American boys
in the classroom
-Talking to an AfricanAmerican student and you
no longer look at them as
just acting up, but having
lunch with them every day
or just sitting with them
every day talking, like you
understood what was going
on at home. . .so I began to
use some of those practices
and principles that had
nothing to do with
academics, but it affected
the way the kids were
performing academically in
the classroom.
Figure 10. Opening coding chart for pre-observation Interview Question 10.

90
Figure 11 represents the open coding for the pre-observation Interview Question 11
which stated, Do you have any additional comments to share?
Teacher #1
Candace Smith
-Um, I think I have a long
ways to go in being a
culturally responsive teacher
for my African-American
males.
-I would love to see
programs that encouraged,
um, motivation and learning
and, um, and just all
together getting them
adjusted to what’s going to
happen in the real world.
-I would love to see a
program that was ran by
African-American men to
help our African-American
boys in the schools.

Teacher #2
Teacher #3
Diana Thompson
Teresa Anderson
-No, I feel like, I. . .no, not
-Um, yes, I wanted to talk
really. I just feel good, I feel
about, again, the way we
good about what I do and I
speak to African-American
don’t know, I could always,
males and the programming,
there’s always room to
or lack thereof, for Africanimprove, there is always
American males.
room to improve, but I feel
-It seems like every bit of
like I, I, I, I’ve always been
research we do, it’s always
that kind of person for all
talking about the Africanstudents, not just AfricanAmerican male, especially in
American, so, but I know
elementary. Yet, in almost
every elementary building
your study.
there is a lack of mentoring to
African-American males.
-There’s a lack of AfricanAmerican males in the
building, there’s a lack of
African-American male
teachers
-And so, my question is, if we
are talking about culturally
responsive as a classroom, as
a school, as a district, why do
we not see more AfricanAmerican men in our central
office, in our elementary
schools, and in our leadership
as principals and assistant
principals.
- If we say that they need to
have role models, I think it
begins in the very place where
they spend most of their day

Figure 11. Opening coding chart for pre-observation Interview Question 11.
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Teacher Observations
After completing pre-observation interviews with each teacher, the next step involved
conducting classroom observations of each participant. Each teacher was given a copy of the
CRIOP instrument prior to the first observation (Appendix G). Each teacher was observed a
total of three times for a minimum of 90-minutes over three months. The observations were
rotated so that the observations did not take place on the same day of the week for each teacher.
The observation rotation schedule allowed for greater insight to take place into the delivery of
instruction that took place in each participant’s classroom. During the observations, field notes
were taken to capture the essence of the instruction. The field notes were used to provide an
overall holistic score for each section of the CRIOP instrument tool. The combined scores were
used to provide an overall holistic score for the teacher’s implementation of culturally responsive
practices. Each teacher was asked to complete a self-assessment of each lesson prior to the
debriefing session that I conducted after each observation. During the debriefing sessions, the
participants were able to compare their self-assessment scores with the rating that I gave them.
Figures 12 through 14 summarize the CRIOP scores for the three teachers.
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CRIOP Scores
Figure 12 contains Teacher 1’s scores and researcher’s scores for Teacher 1 for
classroom relationships, family collaboration, assessment practices, instructional practices,
discourse, sociopolitical consciousness, total overall observation score, as well as the
implementation of CRP holistic score.

Self
Assessment
Classroom
Relationships
Family
Collaboration
Assessment
Practices
Instructional
Practices
Discourse
Sociopolitical
Consciousness
Total Overall
Observation
Score
Implementation
of CRP
Holistic Score
for Teacher #1

Teacher
1 Score
Observation
#1
4

Researcher
Score
Observation
#1
3

Teacher
1 Score
Observation
#2
3

Researcher
Score
Observation
#2
4

Teacher
1 Score
Observation
#3
4

Researcher
Score
Observation
#3
4

3

3

3

3

3

3

3

2

2

3

3

3

3

2

3

4

3

2

3
3

2
2

3
4

4
4

4
3

3
2

3

2

3

4

3

3

3

Figure 12. Teacher #1 self-assessment and researcher scores.

The rubric was provided to the participant prior to the first observation to ensure
familiarity with the observation protocol tool. However, at the first debriefing session, the
Teacher 1 shared that there were portions of the rubric that were confusing with the current level
of knowledge she possessed about the categories. After debriefing and reflecting on her first
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lesson, she felt comfortable with the scores and felt ready and prepared for the second
observation. After analyzing this Teacher 1’s scores throughout the observations, it was evident
that she incorporated culturally responsive instructional practices often during her instruction.
She received an overall rating of “3” for her level of implementation.
Figure 13 contains Teacher 2’s scores and researcher’s scores for Teacher 2 for
classroom relationships, family collaboration, assessment practices, instructional practices,
discourse, sociopolitical consciousness, total overall observation score, as well as the
implementation of CRP holistic score.

Self
Assessment
Classroom
Relationships
Family
Collaboration
Assessment
Practices
Instructional
Practices
Discourse
Sociopolitical
Consciousness
Total Overall
Observation
Score
Implementation
of CRP
Holistic Score
for Teacher #2

Teacher
2 Score
Observation #1
4

Researcher
Score
Observation #1
4

Teacher
2 Score
Observation #2
4

Researcher
Score
Observation #2
4

Teacher
2 Score
Observation #3
4

Researcher
Score
Observation #3
4

4

4

4

4

4

4

3

3

3

4

3

3

4

3

3

3

3

3

4
3

3
1

3
3

3
2

2
1

2
1

4

3

3

3

3

3

3

Figure 13. Teacher #2 self-assessment and researcher scores.
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During the initial debriefing session, the Teacher 2 shared that she thought that the rating
scores were supposed to highlight her overall instructional practices throughout the year, not this
particular lesson. It was restated that she was to focus on her current lesson when completing the
observation protocol rubric for the remaining observation and debrief sessions. We took the time
to debrief on her lesson and she felt all components were effectively clarified for her. She also
shared that the rubric was a helpful reminder of the work that she completed on a regular basis,
but also a reflective tool on what she could improve on in the classroom. After looking at her
overall scores, it was apparent that she incorporated culturally responsive practices in her
classroom on a regular basis. Teacher 2 received a rating of “3” for the level of overall
implementation of CRP practices.
Figure 14 contains Teacher 3’s scores and researcher’s scores for Teacher 3 for
classroom relationships, family collaboration, assessment practices, instructional practices,
discourse, sociopolitical consciousness, total overall observation score, as well as the
implementation of CRP holistic score.
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Self
Assessment
Classroom
Relationships
Family
Collaboration
Assessment
Practices
Instructional
Practices
Discourse
Sociopolitical
Consciousness
Total Overall
Observation
Score
Implementation
of CRP Holistic
Score for
Teacher #3

Teacher
3 Score
Observation #1
4

Researcher
Score
Observation #1
4

Teacher 3
Score
Observation #2
4

Researcher
Score
Observation #2
4

Teacher 3
Score
Observation #3
4

Researcher
Score
Observation #3
4

3

3

3

3

3

3

4

2

3

3

3

4

3

3

3

3

2

3

4
4

4
4

3
3

4
3

4
1

4
1

4

3

3

3

3

3

3

Figure 14. Teacher #3 self-assessment and researcher scores.

During the initial debriefing session, Teacher 3 shared how enlightening the rubric was
for her. She was able to see additional examples of how the categories translated into classroom
practices. Teacher 3 reflected on how the rubric allowed for her to plan with a clear focus on
CRP practices. There were variations based on the lesson being taught, but it was clear that the
participant implemented CRP practices in her classroom. Teacher 3 received an overall score of
“3” for the holistic score.
Post-Observation Interviews
After conducting three classroom observations for each teacher participant, the following
step involved the post-observation interviews. Each teacher participant was asked to reflect on
the process and answer three questions. The questions focused on the strengths and challenges
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of incorporating culturally responsive practices as identified by the participant. There was also a
reflective question concerning the essence of the thinking and teaching captured during the
process. The post-observation interview allowed for the teacher participants to share their
thought process concerning the work that had been done thus far. Figures 15 to 17 show the
open coding for the three post-observation interviews.
Open Coding for Post-Observation Teacher Interviews
Figure 15 represents the open coding for the post-observation Interview Question 1 which
stated, What would you say are your greatest successes with using CRP practices with your
students? Please describe a specific example.
Teacher #1
Teacher #2
Candace Smith
Diana Thompson
-I build, build relationships
-So I would say that
with them where I trust them
building relationships,
and they know they can trust
um, and interacting with
me. So even when I’m, um,
my students as, like, I
redirecting them or asking
would be their mom,
them to do something they
parent, guardian, umm
and it made me aware of, don’t have a problem with
doing it.
you know, what’s going
-Just every day when they
on, what’s hot topics,
walk in, they know I’m
what, um, are they
listening to, what are they expecting their best from
them and so, I get it because
involved in.
I, um, I, um, demand it from
-A specific example is I
them. -A level of high
have Lunch Bunches
expectations, um, and what it
with my students and
looks like.
then I also have Circle
-Some specific examples are
Time. So we come
just knowing their names,
together as a community
knowing what their
circle and talk about
nicknames are, knowing the
some of the hot topics or
sports they do, attending their
current events that are
sporting events with them,
happening.
when they say they’re going
to church, going to church
with them, um, and so
they’re always, uh, surprised

Teacher #3
Teresa Anderson
-I think one of the things that
stood out the most to me was,
uh, the one where’s it’s
building relationships with
students.
-Um, in a way that they, um,
that they know that I
understand their culture and
that I am aware of what they,
aware of their world and what
matters to them.
-One of my greatest successes,
and um, making them aware
that I am aware of what’s
trending and making sure that I
use it in my lessons. . .tying it
into our lessons and our
standards in any way that I can.
-Whatever’s trending and
what’s interesting to them and
their culture. Um, letting them
know that they matter by
commenting on special events
that they may be having, like
birthdays or, you know,
holidays, um, uh, in class news
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when I show up at some of
commenting that in class news
those events. . .
or in schoolwork or lesson
-In the classroom it also
plans, things like that.
shows up, some examples are -Non-academically, I would say
just some of the books that I
just Lunch Bunches and, um,
give them to read. Again, if
inviting them in to have lunch
they say they’re interested in
with me and we could just talk
something, then I’m finding
about whatever is important to
the music that they like,
them, experiencing. Um, that
playing the music that they
would be one non-academic
like
example, I feel. And
-Making sure that I’m
academically, it would be
interested in what they’re
maybe the African-American
interested in according to
History Wax Museum, would
their culture and their beliefs
be a huge one, where they are,
and what they’ve said to me.
um, able to pick and make their
Another specific example I
own choices on someone who
was thinking about is that I
they feel they have a
do a unit every year
connection with, um, instead
specifically geared toward
assigning a person that they
my African-American
can research. . .that way they
students and especially the
get more engaged in that. . .
boys.
-Movement which the kids
just love
-So we do a lot of reading and
writing with that they
understand and learn about
their history and take pride in
where they come from, kings
and queens.
Figure 15. Open coding chart for post-observation Interview Question 1.
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Figure 16 represents the open coding for the post-observation Interview Question 2 which
stated, What would you say are your greatest challenges with using culturally responsive
pedagogical practices with your students? Please describe a specific example.
Teacher #1
Candace Smith
-The greatest challenges
are resources. Just not
having enough resources
that show culturally
responsive children in
books or bulletin boards,
papers, even things like
that. . .the resources are
limited.
-Limited curriculum. It’s
sometimes hard to
incorporate culturally
responsive into everyday
teaching when we are
expected to pass students
on for testing, for
standardized tests, so this
time of the year is my
favorite year because we
can do projects that
incorporate culturally
responsive teaching
because I’m not so
worried about getting my
kids to pass IREAD or
ISTEP.

Teacher #2
Teacher #3
Diana Thompson
Teresa Anderson
-I guess would be when it
-Getting them to understand
comes to thematic units in
their self-worth. By the
science and things like that, I
time they get to third grade,
feel that I don’t really know
a lot of times, their interest
how to connect, umm, I don’t
in school. . .they’ve kinda
been beaten down and so, so know how to connect or how
to be culturally responsive or
a specific examples is one
use a culturally responsive
that just kinda happened
practice in, when teaching
today. A little boy was in
those subjects.
another room and the
-I don’t really do enough rubricteacher just said something
based assessments, like,
to him and even though he
assessments like weekly, I
knew he didn’t do it, he
didn’t say anything. . .so my guess. {participant referenced
the CRIOP rubric}. This one
goal is to really lift them up
-Some examples would be, I where it says that they, uh, yes,
“students are involved in
have lunches with them
developing the criteria for the
sometimes with, just my
finished products.” That, the
African-American boys, so
one that I feel really is a big
that I can show them
challenge for me and I think I,
pictures of other Africanthat’s my next step that I’m
American men who are
going to keep working on and
doing some of the things
that they want to grow up to see how I can make it come
easy to me and have, see how
do, NFL players, some of
they can be a part of all of that,
them want to be a scientist
um, not just every now and
so while they’re having
lunch I’m showing scientists then, but at least weekly, you
and letting them know these know.
people were once 3rd grade
boys too and people said to
them, “You can’t do this,”
but for every “no” they just
have to keep pushing until
there’s a “yes” and to know
their self-worth.
-So, my greatest challenge is
even though we put that in
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front of them every day,
there are so many things
coming at them through the
media, through other people,
even through adults that
even though we’re saying,
“you’re worthy,” other
people are saying, “you’re
not worthy” so that’s very
hard when you’re eight
years old to just get past
some of those things, but
again my biggest challenge
is letting them know their
self-worth, that they are
kings.
Figure 16. Open coding chart for post-observation Interview Question 2.
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Figure 17 represents the open coding for the post-observation Interview Question 2 which
stated, Do you think I captured your thinking and teaching during the interview and observation
processes? Why or why not?
Teacher #1
Teacher #2
Candace Smith
Diana Thompson
-I think you did {laughs}. Uh, -Yes, I think you did because
you saw little pockets of my
when you were here you
thinking and teaching, umm, I were intentionally watching
would hope that you could see what I was doing, and
my interactions with parents
intentionally roving the
more. I know that piece was. . room, and not just at what I
was teaching, but listening to
.but yes, I do.
the conversations of the
students and umm and just
listening to some of their
feedback and how the
interaction went in the
classroom and then when we
were not sure and we shared
some of the documents that I
use while I was teaching. So
yes, I think you captured it
quite well.

Teacher #3
Teresa Anderson
-If we’re talking about my
thinking and okay, yes. I
think you did. Umm, I
think I kinda held back a
little bit too though. I feel
like if, if there was a
camera, you could just see
me, I think you would see
a little bit more of a goofy
side to me. A little bit
more of a kid at heart,
type of relationship with
my students. Um, and uh,
but, yes, overall you did.
You did see a big part of
how I teach and how I
think and, um, that’s the, I
would say about 95% of
me, the 5% is just me and,
and me being goofy and
some of the things that
missed are that I sing a lot
in the class, like just
randomly sing whatever it
is that I’m teaching them
and you know, um, but I
think that I hold back
when other adults are in
the classroom, so um.

Figure 17. Open coding chart for post-observation Interview Question 3.
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Descriptive Statistics
It was important to identify the level of implementation for CRP practices. However, it
was also important to look at the impact of CRP practices on the student learning outcomes of
African-American male students. This was accomplished by analyzing student learning outcome
assessments administered to African-American male students during the school year. Each
teacher was encouraged to use student learning outcomes of their choice. Tables 1 through 4
present the descriptive statistics for the African-American male students in the identified
classrooms.
Descriptive Statistics Student Learning Outcomes
The tables reflect the student learning outcomes for African-American male students. To
fully answer the research question, the implementation scores of each teacher had to be included
along with the student learning outcome data. Table 5 contains the data for the whole sample.
Table 6 includes the data for Teacher #1. Table 7 contains the data for Teacher #2. Table 8
contains the data for Teacher #3.
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Table 5
Descriptive Statistics for the Whole Sample of Student Learning Outcomes

N

Min.

Max.

M

SD

MasteryConnectA

12

15

50

36.25

9.324

MasteryConnectB

12

31

94

54.33

18.446

MasteryConnectC

11

18

94

57.18

26.799

IREAD3

12

410

599

499.50

53.081

CommonAssesssmentPart1

4

9

100

56.50

45.244

CommonAssessmentPart2

4

33

77

49.50

21.063

Valid N (listwise)

0

The average Mastery Connect A score was 36.25 (SD = 9.32). The average Mastery
Connect B score was 54.33 (SD = 18.45). The average Mastery Connect C score was 57.18 (SD
= 26.79). The average IREAD-3 scores for students in Grade 3 was 499.50 (SD = 53.08). A
score of 446 was needed to pass the IREAD-3 assessment. When looking at Common
Assessments for students in Grade 2, the mean for Part 1 was 56.50 (SD = 45.24); Part 2 was
49.50 (SD = 21.06). It was important to note that Part 1 focused on nonfiction and Part 2
focused on fiction. African-American male students’ overall mean scores was high on the
nonfiction assessment, but the standard deviation was high. The overall mean scores for fiction
were lower, but the standard deviation was smaller.
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Tables 6, 7, and 8 present the individual classrooms of each participant. The student
learning outcomes for African-American male students in each teacher’s classroom are included
below.
Table 6
Descriptive Statistics for Teacher 1 for Student Learning Outcomesa

N

Min.

Max.

M

SD

MasteryConnectA

9

15

50

34.44

10.138

MasteryConnectB

9

31

94

55.67

21.266

MasteryConnectC

9

18

94

61.44

27.983

IREAD3

9

410

599

500.33

62.215

CommonAssesssment
Part1

0

CommonAssessmentP
art2

0

Valid N (listwise)
Note. aTeacher = Teacher 1

0

Teacher 1 had a higher number of African-American male students in her classroom.
The average score on the Mastery Connect A assessment was 34.44 (SD = 10.138). The average
score on the Mastery Connect B assessment was 55.67 (SD = 21.266). The average score on the
Mastery Connect C assessment was 61.44 (SD = 27.98). There was a clear increase in scores for
African-American male students in the classroom. The average IREAD-3 score was 500.33 (SD
= 62.22).
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Table 7
Descriptive Statistics for Teacher 2 for Student Learning Outcomesa

N

Min.

Max.

M

SD

3

40

45

41.67

2.887

3

45

56

50.33

5.508

2

35

41

38.00

4.243

3

496

498

497.00

1.000

MasteryConnectA
MasteryConnectB
MasteryConnectC
IREAD3
CommonAssesssment
Part1

0

CommonAssessment
Part2

0

Valid N (listwise)
Note. a.Teacher = Teacher 2

0

Teacher 2 had three African-American male students in her classroom (until the end of
the school year when one student moved). The average score on the Mastery Connect A
assessment was 41.67 (SD = 2.89). The average score on the Mastery Connect B assessment
was 50.33 (SD = 5.51). The average score on the Mastery Connect C assessment was 38.00 (SD
= 4.24). One student moved before the administration of Mastery Connect C. The average
IREAD-3 score was 497 (SD = 1.00).
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Table 8
Descriptive Statistics for Teacher 3 for Student Learning Outcomesa

N
MasteryConnectA
MasteryConnectB
MasteryConnectC
IREAD3

Min.

Max.

M

SD

0
0
0
0

CommonAssesssment
Part1

4

9

100

56.50

45.244

CommonAssessmentP
art2

4

33

77

49.50

21.063

Valid N (listwise)
Note. aTeacher = Teacher 3

0

Teacher 3 had four students in her classroom for Common Assessment Part 1 and Part 2.
There was a decrease in the mean score from Part 1, 56.50 (SD = 45.24) to Part 2, 49.50 (SD =
21.06). It is important to note that African-American male students had a higher mean score on
the nonfiction assessment (Part 1) compared to the fiction assessment (Part 2).
When analyzing the data frequency information, it was apparent that African-American
male students had increased student learning outcomes on a variety of student learning outcomes.
Fall reading levels for students in all three classrooms ranged from Level C (6.3%) to Level O
(12.5%). After administering the same reading assessment to students in the spring, reading
levels ranged from Level F (6.3%) to Level T (6.3%). The Grade 3 unit assessments, including
pre-test and post-test scores, indicated that student learning outcomes increased for AfricanAmerican male students. For example, on the Grade 3 Unit 1 pre-test, the scores ranged between
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a low of 1 (25%) to a high of 4 (6.3%). On the Unit 1 post-test, the scores ranged between a low
of 2 (6.3%) and a high of 4 (37.5%). On the Grade 3 Unit 2 pre-test, the scores ranged between a
low of 1 (18.8%) to a high of 4 (6.3%). On the Unit 2 post-test, the scores ranged between a low
of 2 (12.5%) to a high of 4 (50%). This pattern continued throughout the data points.
When analyzing the frequency information for the Grade 2 students, it is important to
note that at the start of the school year, the classroom only had two African-American male
students enrolled. As the school year progressed, additional African-American male students
enrolled and were placed in this classroom. On the unit assessments, there was one AfricanAmerican male student who struggled academically and received tiered intervention supports.
He made gains in reading, but there were unit assessments where he did not perform well. For
example, the Grade 2 Unit 1 pre-test had scores ranging from a low of 1 (6.3%) to a high of 2
(6.3%). After administering the Unit 1 post-test, the scores ranged from a low of 1 (6.3%) to a
high of 4 (6.3%). The placement of new African-American male students in this classroom
allowed for additional data points to surface. For example, on the Grade 2 Unit 6 pre-test, the
scores ranged from a low of 1 (12.5%) to a high of 3 (6.3%). The Unit 6 post-test showed a
range of scores from a low of 2 (12.5%) to a high of 4 (6.3%).
Emerging Themes
After analyzing the interviews, observations, and self-assessments, several themes
emerged from the information gathered from the participants. The common themes derived from
the real-world application of culturally responsive practices, teachers’ perceptions of CRP, and
the impact it has on the student learning outcomes of African-American male students in an
elementary school setting provided enlightening understandings into this phenomenon. The
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themes were (a) high expectations, (b) motivation to learn, (c) student engagement, (d)
relationship building, (e) empowerment, and (f) parent/community partnerships.
Throughout the data analysis process, there was a distinct theme that was clearly the
overarching theme for the research study. The data gathered pointed toward a major theme that
was consistently communicated among all three participants in their interviews and classroom
practices. The major theme, high expectations, was evident throughout the data. For this
research study, high expectations was used as the overarching theme with the remaining themes
listed as follows:
High Expectations
1. motivation to learn
2. student engagement
3. relationship building
4. empowerment
5. parent/community partnerships
The use of commentary, through specific quotes from the participants, was used to support the
established themes in the analysis of this case study.
High Expectations
In order for African-American male students to perform, there had to be a clear focus on
setting high expectations for student achievement. It is one thing to say that all students can
learn, but a completely different mindset to truly believe that all students can and will learn,
regardless of race, gender, or present level of performance. The belief that African-American
male students can perform at a high level is a mindset communicated by all the participants.
Throughout the observations and interviews, each participant communicated a clear belief that
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high expectations have to be the norm for all students, especially African-American male
students.
Teacher Commentary on High Expectations
Ms. Smith shared,
So my background, how it’s impacted my teaching practices is that I had a very strict
background with high expectations from my parents. Um, behavior was always the best
and education was not an option so how I’ve transferred that into teaching is I teach my
students that education is free, um, and so you have to utilize your teacher and get all the
information that you can and that it’s not an option for you to learn in here. Um, and I
also hold high expectations for all my students when it comes to learning and their
behavior. . . For me, I have high expectations. I am all about teaching my AfricanAmerican males how to be independent thinkers, um, so I give them a routine. . .is one
way that we focus on the ethic of care and the expectations that I have in my classroom.
For respect, we actually define what respect is for them and then what respect is for me
and we come to an agreement together on what respect is. And we post it up in the
classroom and if we have to revisit, uh, we revisit what we said respect was to connect
with my African-American males because sometimes it’s not about them not knowing
what to do. It’s just they don’t know how to do and so I have to teach them what are my
expectations. When you come in the room, put your things away, start on your morning
work, get your breakfast, whatever the expectations that I have so I’m very consistent in
teaching them that, to be independent thinkers.
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Ms. Thompson stated,
Um, I probably sometimes overcompensate in the classroom with African-American
males because I have a propensity towards that subgroup of children when I am teaching
them because I have a black son because I know how society views them. That if they’re
not smarter than the most, act better than the most, then they’re going to be viewed as
‘less than’ others and I have a problem with society’s view of our African-American
males and always acting afraid of them. . .and, yes, sometimes I’m a little harder on them
because I’m expecting them to work harder and to be better in the classroom. . . And yes,
I expect more from them, I expect, have high expectations for all the students. . . And
one thing that I’ve done in the past few years, um, is to call African-American boys
together as a group just to let them know what I’m expecting from them, that I have a lot
of high hopes for them and high expectations for them. . . We have to make it our focus
and our effort that these African-American males know that they’re special, that they are
smart, that they are thinkers so I’m constantly saying that to them and to their families
and we have to have high expectation for them. . .just every day when they walk in, they
know I’m expecting their best from them and so, I get it because I, um, I, um, demand it
from them. A level of high expectations, um, and what it looks like.
Ms. Anderson added,
Behavior again, same, I would like to say that I do have the same expectations, but the
reason why I have the same expectations for all my students is because I take the time to
teach in the beginning. I have a, uh, uh, a few read alouds. I’ve read a book called
Bullying Hurts: Teaching Kindness Through Read Alouds. Um, and it’s such a good
book and I make sure to have a curriculum in that first, before putting any emphasis on,
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uh, getting through the first unit of study or anything like that because I feel like if I
spend the time doing the Seven Habits of Happy Kids and doing my teaching kindness
through read aloud curriculum then I’ve got them in that sense that they know what is
expected and then, um, which is not perfect, but when problems do arise, I’m always able
to refer back to, “Okay, remember when we spent so much time talking about this and
how you can handle this.” You know, so I feel like it’s worked and I’ve seen growth and
I’ve seen effort and I’ve seen engagement in questioning and excitement. Um, and not
only that, in respect. Respect when I say, ‘Okay, I’m looking for a better you, you know.
Find yourself. Where are you? Like, do you need 5 minutes? I’ll give you 5 minutes,
but come back to me and, and we can have a healthy conversation.’ High expectations,
every day, every day that’s a thing that we repeat in the morning pledge. We, you know,
we are to, the morning pledge, we are to, follow the rules, um, do what is expected, to, to
get the results that we want to get, or that they want to get, not so much me, but that they
want to get because at the end of the day, they do want to do good.
Motivation to Learn
During the interview and observation processes, the participants shared the importance of
motivating African-American male students to learn in the elementary school setting. AfricanAmerican male students have been bombarded with negative images of their culture through
conscious and sub-conscious efforts. In order to motivate students to learn, the participants
explained the importance of providing African-American male students with curriculum and
learning opportunities that include issues concerning to them and their communities. Each
participant expressed the need to discuss controversial topics with their students at a very early
age. There were multiples times where the lived experiences and personal connections of the
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African-American male students had to be embedded into the learning environment in order for
African-American male students to prepare themselves for the academic learning tasks that had
been prepared. This has involved having difficult conversations with students about racism and
discrimination. The teachers’ willingness to acknowledge the concerns of their AfricanAmerican male students created a learning environment where they were motivated to learn and
take risks in their learning. For one participant, there has had to be a conscious effort to educate
African-American male students on their history prior to slavery to give them a clear picture of
their heritage. This work has called for all participants to actively engage in self-reflection, share
multiple perspectives, and add culturally responsive resources and materials not found in the
traditional curriculum.
Teacher Commentary on Motivation to Learn
Ms. Smith said,
I, if there is something going on in the classroom that is discriminatory, I do a whole
class, if I feel necessary, to bring the whole class and have a conversation about what is
going on. I have used um some news stories. I remember back in the past when the
Trayvon Martin, when his hood was up and he had the skittles in his hand. Um, I brought
that to the classroom because my students came to me very upset and some of the boys
were wearing their hoodies up and the people were saying, “Ooh, you are going to get
shot. You are going to die if you wear your hoodie up.” So I had to, um, immediately
talk about that, so with that I brought them together. We talked about what did that
mean. How did it make them feel? You know we talked about the feelings of his parents
and how, um, and how things like that shouldn’t happen, but they do, unfortunately. And
so I have classroom discussions, sometimes if it’s just a one-on-one or a couple of
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students, I’ll keep them back and send the class wherever they need to go and have
conversations. . .a specific example is I have Lunch Bunches with my students and then I
also have Circle Time. So we come together as a community circle and talk about some
of the hot topics or current events that are happening.
Ms. Thompson stated,
So, I’m making sure that first of all, they know their background and their history
because if they think they came from slavery, that’s one of the first things I correct. I
don’t care if you are 8 and 9 years old, I need to know that we did not come from slaves.
That was a part of our history, we came from kings and queens, from scientists and
doctors, and inventors and thinkers, so that they’re standing on the shoulders of greatness.
And then we began to read about them and study about them and I let them know that we
are some of the smartest people on the earth, simply because we came through the Middle
Passage and slavery and they took away, they tried to take away our language and
everything else and through all of that, we still are standing. And we still are inventing
and thinking and creating and building so they have to know that they are smart because
what other generations of people have done that, but us. And so, uh, and I let them know
that we are the only ones that didn’t ask to come here. We were fine in our greatness on
the continent of Africa, but we were brought here and that sometimes people are afraid of
their strength and of their knowledge so they have to help change perceptions, again by
being smart. Each week we do a community circle, we started out doing it all year, but
each week we do it a couple of times a week, Where every child has the opportunity to
speak about, sometimes I have a topic, but once a week we do what’s called, “What’s
Going On In The World,” and it’s been interesting to me, in the last couple of years,
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especially that our African-American boys are so much more aware at 8 and 9 years old
about some of the negative things that are happening with world, with police shooting of
African-American males because they’re talking about it in their homes and one specific
incident with that last year was, um, 3rd grade boys, my 3rd and 4th grade boys were
coming in from the bus and it was very quiet. And as they were coming into the building
and they came in and they walked into my classroom with “hands up, don’t shoot” and I
almost wept because I could not believe that at 8 and 9 they actually understood that, but
over the climate of our country for the past couple of years, they just had enough. When
Trayvon Martin was shot, my kids wanted to know was it okay to eat Skittles because in
their 8 and 9-year-old minds, he was shot because he was carrying Skittles and drinking a
drink. And so, uh, my African-American boys no longer look at a police officer as a
friend, they look at ‘em as the enemy so we’ve been thankful enough to have Officer
Winston and Officer Candy in the building, and, and we had some other officers come in
and speak to them to understand that that’s not all officers, but they are aware of it. And,
we’re talking about what’s going on in the world, they’ll also need to talk about they are
afraid of getting shot. They know people who are in jail, at 8 and 9, my AfricanAmerican boys know people who have been shot and that has changed in the years that I
have been here. Use to be they may know someone who was in jail, but almost everyone,
if we ask, they put their hand up and they know someone who’s been shot and a lot of
times, it’s someone in their families. Um, I’ve even had one little boy, he came in and he
had on a t-shirt and it had 4 people on it, it said “Rest in Peace” and I had to tell his mom
that he could not wear that here because the weight of carrying four dead AfricanAmerican men on a sweatshirt, it was just too much. Everyone was asking him what was
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going on. So, we talk about those things when they come up, we talk about that that’s
one perspective, that’s not who they are, but I’m just thankful that they are aware and
parents are making them aware of some of the stereotypes in this country with what’s
going on right now, even though it’s affecting Hispanics, our African-American kids are
concerned about the President (Trump) and what he’s saying about sending kids back.
They understand that if they can send them back, maybe they’ll come for me next. And it
is, there is a fear in the classroom. I’m finding myself spending time, more and more, of
calming down African-American boys and Hispanic boys and children, 8 and 9 years old,
that are thinking about what’s going on in their world because it’s happening and those
conversations are happening in their homes. And when you’re afraid, it’s hard to teach
academics if you don’t address how they really feel about what’s happening to their
culture and the climate of their home and what’s going on in the world. . . Another
specific example I was thinking about is that I do a unit every year specifically geared
toward my African-American students and especially the boys. And we do, um, we do an
Underground Railroad unit, but I don’t start it in slavery because I need them to
understand and know that our history didn’t, didn’t begin in slavery so we do a whole
unit on Africa and kings and queens and understand that entire Middle Passage until we
got here to the United States and then from the Underground Railroad, after
understanding how our people, uh, people survived that. They come from kings and
queens and then into the Civil Rights Movement which the kids just love learning about
Dr. King, Rosa Parks, uh, Ruby Bridges so we do a lot of reading and writing with that
they understand and learn about their history and take pride in where they come from,
kings and queens.
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Ms. Anderson shared,
Um, um, I mean just being aware of what is going on in the world right now and what’s
going on in their world, that it’s super important. I remember, when it was ______, he’s
in 4th grade now, okay, so a couple years ago, um, maybe it was last year, I can’t
remember. I don’t know, the “don’t breathe,” uh, “hands up,” or um, it was that incident,
I don’t. I can’t think of it, but I know that it was something that was important for my
kids to talk about because they came in talking about it. I know that it was something
that they wanted to, to discuss so we found a way to discuss it that was age-appropriate,
not taken far, you know, making sure that I wasn’t going to offend anybody, but it was a
conversation that I felt needed to be had because I wanted them, my African-American
males, to understand that it was important in their lives and with the issues that were
going around, um, were some things that they were worried about, but that I understood
and that I heard, but that they were, that they were going to be okay. That at the end of
the day, they were gonna be okay and things happen and eventually things change and
it’s a fight that, that, you know, people are, are fighting, but things eventually change and
of course, we tie it to the leaders in this world of color who have made a change and
umm, they are able to see those connections. Free writing time, sometimes happen. It
doesn’t happen a lot because obviously we don’t have time to free write, but when it
does, I like, to get the most in writing, I like to get what is, I like for them to write about
things that are happening in the world, especially this time. The last couple of year, there
have been a lot of issues that have centered around minorities, African-American, umm,
that are tough topics, you know, to talk about, but that these, the kids wanna talk about,
all kids wanna talk about so those experiences that they may be experiences,
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experiencing from watching the news, maybe it happened to them, I like to know about
‘em so they, many of times, have came here and I’ve said, “Write about it. It doesn’t
matter. I just wanna see what you’re thinking. I wanna, uh, you know, and sometimes
they do share. Um, but bringing their experiences during writing time about real-world
events right now. Things that, umm, that you know they’re talking about at home, you
know. And that they’re talking about with each other at recess on the playground, um,
um, perspectives, their cultural backgrounds, holidays, you know what is it you do during
the holidays, um, how are they different, celebrate diversity and then how are we the
same, umm, create understanding for one another so celebrating each other’s diversity,
but then creating an understanding of, of how we, we do things different for certain
holidays and things like that so definitely making sure that we are talking about what
happens around the world. We’re not, we don’t live in a bubble, we are, you know, we
are different, but yet the same.
Student Engagement
Effective student engagement is critical for student learning to take place. Students need
multiple opportunities to participate in meaningful, active, hands-on learning tasks in the
elementary classroom setting. Student engagement strategies provide options for student choice,
ownership, and real-life application of strategies and skills that have been taught. A culturally
responsive classroom allows for African-American male students to collaborate productively in
an environment where they feel free to take risks in their learning.
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Teacher Commentary on Student Engagement
Ms. Smith had this to say,
Engagement wise, they are lively, my boys are very live. They, um, they stay engaged
with me because I am, I think I am, an over the top teacher so I am always moving
around and I’m very loud and animated so it keeps them engaged. . . Um, because
sometimes equal is not always fair and so I try to ensure that I am bringing the different
types of learning styles so some of them are the kinesthetic, some are listening styles,
some. . .I can’t think of all the fantasy names for them, but some, if they, if I read to
them, so I want to make sure that all of the learning styles are brought into, um, my
learning environment and I’m not just teaching one way. It’s not like a one shoe, one
size shoe fits all. Um, I want to make sure that I am engaging them in the different
learning styles.
Ms. Thompson said,
But I do try to motivate the young boys and let them do poetry and just ways that they
can show me that they are smart because it’s not always in reading, it’s not always in
math, but they tend to have a propensity, again towards science and math so just trying to
encourage those skills. And so, I’m not going to tell them what they can’t be, I’m going
to try to take that football and when they are doing math, I gonna try to do problem
solving that puts their name in the assessment, talks about their football team or their
soccer team and what they want to do, and then they have a buy-in now and so, then they
are more interested in what the problem is about. And with a lot of the writing and stuff,
we’ll put it to a beat and then they know that their rapping isn’t just, you’re just not a
rapper, yes, but I’m creating cause I’m a creator. Yes, I can do that so then what some
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people viewed as a negative, but they’re good at it, they’re good at dancing. Then they
can do that in a more positive manner. . .you show me what you know in your best talent,
in your best whatever. . .I’ll talk about a poetry unit cause we did last year and this was so
interesting. Um, because some of the boys in my class that were having some behavior
issues, but when we got to poetry, and they began, were able to write and then put their
poetry to music, they rapped it out. And I’ll just tell you, can I call kid’s names? Okay,
one of the little boys,______, who is reading at an H or an I, but he was able to speak his
words using this speech translation on the, uh, computer, speak his words. And then he
and his brothers practiced some steps at home in a rap and they, he, was able to come and
say those words in a rap. And it was astonishing to everybody because here’s a kid, who
other kids in the classroom knew, was not a good reader. You know, he acted up in class,
but this was something he was engaged in and he did it very well and so for him to stand
up and share his when it was time to share and for the kids to stomp and clap. I just saw
his entire face change, you know, and then after that, he began to want to write more. He
wanted to write more poems, wanted to write music, and yes, he’s probably not a good
reader, but he’s able to communicate and he can create. . .but to let them tell me “what is
it you want to learn about” and so when they feel like they have a voice and they’re in it,
they’re less likely to fail because they’re going to be engaged.
Ms. Anderson stated,
I make sure that I am providing, um, an assessment that is going to bring the best in them,
that is going to be so engaging that they are gonna wanna to show me the best work
because they are engaged in that. . . The Dr. Martin Luther King, did you see my wall?
The Dr. Martin Luther King project that we did. This project was after we watched, Our
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Friend Martin, the video, love it, beautiful video. We also read, they also took notes
down while they were watching the video, they were allowed to take down notes and
anything that sparked their interest or they had questions about, they were able to write
down, we read the book, um, on Myon™ {computer based library} they have two really
good books on Dr. Martin Luther King. Um, one talks about his childhood, it’s mainly
only about his childhood and then the other one is more of a, the childhood one was
written more like a story and then the other book, I wanted to give them a different
example of more nonfiction facts, type of thing so that they could all be, um, engaged and
interested, so two read alouds. After two read-alouds and a movie and conversation, they
had to write down, um, Dr. Martin Luther King’s dream in their own words and then we
talk about plagiarizing, and that in their own words and it was awesome what they came
up with. And then we had to, they had to do their own dream, um, what their own dream
was so, uh, it was very, the result was a lot of writing and, and, and what they wanted to
be and who they wanted to be when they grow up. And they also had a chance to share,
every single kid had a chance to share their dream aloud with each other and after sharing
their dreams, they had to give each other, uh, a compliment or um, this time there were
no suggestions on how to make it better, but just like a, something that they liked about
their dream and what they saw them doing in the future so they had to share with each
other.
Relationship Building
Relationship building is critical for a positive learning environment to take shape.
Students need to have a classroom atmosphere filled with care, concern, and mutual respect
between teacher and student. A culturally responsive teacher understands the importance of
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relationship-building as one of the necessary tools needed to successfully educate AfricanAmerican male students. Students need to see and utilize a variety of images and materials that
depict African-Americans in a positive manner to counter the negative images seen through the
media. The participants in this study had a clear focus on developing positive relationships with
their African-American male students in a variety of ways. The old adage, “Students don’t care
how much you know, until they know how much you care,” rings true in the classroom setting.
Relationships matter!
Teacher Commentary on Relationship Building
Ms. Smith stated,
From first, day one, we talk about, um, values and cultures and how all of us are
different. I have um, at the beginning of the school year a basket of diverse books and I
tell them these, these are Ms. Smith’s favorite books. And it will include various authors
from Hispanic background, African-American background, and, um, and in the pictures
they get to see a brown, black, grey, or whatever colors so that they know that we all, um,
matter and so I have. . .I start that from day one, especially with my African-American
males because sometimes they just don’t see it. Um, a lot of the posters that you have to
hang up in the classrooms have white kids. Um, they don’t have children of color so I try
to make sure that anything I post around the room, it has things that include my children
of color. . . So to establish genuine relationships is easy cause I think that I’m a uh
relationship person anyways. . .I, uh, go to games that they invite, um, me to. Anything
that, um, I’ve been to piano lessons in the past, I mean everything. Um, anything my
students invite me to, I come out to. . . So I would say that building relationships, um,
and interacting with my students as, like, I would be their mom, parent, guardian, umm
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and it made me aware of, you know, what’s going on, what’s hot topics, what, um, are
they listening to, what are they involved in.
Ms. Thompson said,
Well, I start the school year out by sending an invitation, I send a letter to every student.
And it’s something that, now we have Skyward™, so I can get some information, some
background information and I send an individual letter to every kid, inviting them to the
classroom, letting them know, who I am, what I expect and that I’m looking forward to
meeting them when they get here. From that point on, I begin to have small Lunch
Bunches with kids, as they’re doing, every kid at the beginning of the year gets to come
to the Lunch Bunch to meet with me. . . And so I talk to them about what people think
and that I don’t care about who they were as a second grader, that again this is a new
opportunity for them to be a great third grader and so, um, that’s a specific example also
in my classroom environment I really do try to build relationships with all students, but
especially again, I have a fondness for African-American boys, um, even in my own
personal life, my nephews as opposed to my nieces, I just tend to gear towards boys more
than girls, girls got issues. Um, and so, um, you know, I just, just try to build a
relationships with the students. . . I’m not concerned about who they were as a second
grader, but this is who they are as a third grader so it’s a new beginning and begin to
work with parents to say, “Let’s get them back to thinking their smart again.” Um, so
building that, uh, relationship in the classroom, grouping, having a group of them
together, talking to them, just really encouraging them, especially if it’s being said to me
that, you know, they were an issue in 2nd grade. But one of the things I will not do, is
have other teachers come and tell me what they were like before. That gets shut down,

122
the adults get shut down, instantly and with the quickness because I know that 3rd grade,
they need a new opportunity to be who they’re geared to be. . . Yes, I think the climate
that I have tried to set in this classroom is making sure that when the African-American
males look around, that they see pictures that look like themselves. Um, so there are
pictures of African-American males as scientists, who are inventors, artists, musicians, so
that they know, and also in my library making sure that there are books that represent
their African-American heritage, that there are kids who look like them in the literature
that I’m reading, in the videos that I’m showing so that they know an African-American
perspective. . . It is very important to me that we build relationships, and I love how you
say, genuine relationships. It’s not talking about it, it’s about being about it and it’s just
not one time, it’s ongoing. Um, I get requested to have a lot of the African-American
males if I’ve had one of their siblings because parents know that I’m genuinely going to
keep in contact with them, that I care about their sons and that I’m going to make sure
that they end up out of 3rd grade as strong, independent thinking African-American males
so, umm, again that’s the word, uh, relationship...
Ms. Anderson added,
Okay, um, as I was looking at some of these responses, practices, culturally responsive
practices. I think one of the things that stood out the most to me was, uh, the one where’s
it’s building relationships with students. Um, in a way that they, um, that they know that
I understand their culture and that I am aware of what they, aware of their world and what
matters to them. Um, I, I think building relationships and interacting with students as
they would with their own family, I feel as if it’s been a very successful, one of my
greatest successes. . . It means that you are building a relationship with the student. I
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mean, because how else do you know what their needs are, if you don’t know their
background. Um, you know, and take the time to have conversations and what I like best
too sometimes is that my read alouds, the ones that I do, they, they encourage those
powerful conversations. . .and, um, and without you specifically looking at the kid
sometimes and them feeling like, “Oh, she’s calling me out. I think she knows this about
me.” They tend to just share already what, what is, what it is that you’re kinda hoping
that they do and sometimes they share it in front of everybody, but then again, like, when
everybody, when you are teaching that unit and you’re teaching understanding and, and
compassion and empathy and all that stuff, like they, they tend to become trustworthy of
one another and, and are not afraid to share so therefore, I know, without them knowing,
what their need is. Um, you know, so, so I think, um, it’s getting to know them, getting
them to share those stories, um, with one another and with me. . . Okay, so I am super
big on classroom, creating a positive classroom culture. Um, I am extremely big on that,
so, um, I like to collect as many read alouds as I can that they can relate to and that they
are always expected to respond to, whether it be with a partner, whether it be whole class,
whether it’s just one on one with me, or on a organizer or something like that. So, um,
we always talk about caring for others, we talk about no matter what’s on the outside, it’s
what’s on the inside that matters so we have a lot of books like, like that, um. Um, like I
said, I follow this program in a book and it outlines the books that, that you should start
out with and it progresses to deeper conversations that we have in the classroom. Um,
some of them are, are tough to have, but when the kids notice that they have more
similarities with each other, then differences, then they start to care for one another. Um,
and they start to see that they’re not different after all. And, um, and they start to, to have
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respect for one another. . . Having, um, realia, I guess, that is, that they see themselves
in, positively, is a way that I have felt that I have created a climate where they know that
their values and viewpoints are, are respected.
Empowerment
African-American male students need to feel empowered to make a difference in their
lives and the lives of others. It cannot be denied that images have power and the images
portrayed for African-American male students has not been the most flattering or positive in
today’s culture. African-American male students, like all students, have dreams for their future.
The participants shared how they believe that they are vital components of helping students see
that they have a voice in society and that they are important stakeholders in the decision-making
process. Today’s African-American youths want to know that they matter. Based on the
observations and interviews of the participants, the elementary school setting is not too early to
discuss empowerment and ways to develop the future citizens of our global society.
Teacher Commentary on Empowerment
Ms. Smith said,
Okay, in third grade, I try not to get too deep because some of the things that are going on
in the world is just too much for the little mind. So for 3rd graders to develop their
sociopolitical consciousness, one thing that we did this year, is we did a unit on the
election and so with the election we talked about the candidates, the two candidates.
And, um, we talked about how they felt for each candidate and so my students were
talking about Trump and how he had all the negative stereotypes of African-American
males and how they’re lazy and, um, and another stereotype that came out was that they
don’t have fathers in the house. And so we talked about that in the classroom because
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most of my African-American males, they all hang with their father, they know who they
are, and they, um, you know, see them on a daily basis. And so, um, we talked that with
that particular lesson, um, so that they knew that, you know, just because this person,
who is our president now, is saying these things they don’t have to believe what is being
said and so I do what, you know, it’s not what people say, it’s how you feel and try to get
those stereotypes out of their minds because it affects their school work.
Ms. Thompson stated,
The other thing is I let kids know, and especially African-American males, that they can
be whatever they want to be. I am just a keeper of their dream. And I will help them
reach that dream, I tell them that all the time, and not to let anybody else steal their
dreams. We are here to be the keepers. I have them for over 185 days. They are, but a
twinkle in my eye, that I will do everything I can in that 185 days to make them a better
person and I share stories with them about other kids who were in third grade and who
have done great things and let them know. I just try to make sure that they are aware of
their culture, the greatness of their culture, where they come from and, um, I make them
know somebody in the sports world, they have to know someone in the science world,
they have to know inventors, you’ve got to know the names of doctors, so that they
always know we come from greatness.
Ms. Anderson shared,
Okay, so the times that things have happened, you know, outside of the classroom,
outside, in our world. The kids have came in either upset about it, or have opinions on it,
and for me, it has been important to have like a, I guess, a community circle about it. A
community circle where we could first have them tell me what they think it all means to
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them. I first hear them out and say, “What are you, what does this mean to you? Tell me,
tell me what your opinion is on this?” And sometimes, it’s like a spider web that I write,
like this is the topic. Tell me everything that you’re thinking about this. As long as it’s
not like, you know, bad words or anything like that. I mean there was maybe one time
that somebody did and I did write it up on, but I was like, you know what, this is just to
show you that there are emotions, but anyway. . .I was okay, maybe not {concerning the
bad word}, but like, topics, and then they, they tell me all these things and we talk about
why they feel that way and I always, cause I don’t want them to think that their opinions
don’t matter, their opinions matter, your opinion matters, the way you see it matters, so
what are we going to do about it, so, so what next. It’s always, always where we go.
What next? What, how can we change, what can I do as a citizen, what can I do as a
citizen, someone who is going to grow up to be Ms. Anderson’s age, what can I do
starting now to, to make this world a better place. This is a single incident, this is
something that happens about someone, and then I always make sure to pull out
important leaders and people of color who have done something great for this nation, for
our world, and I’ll say, “Listen did so-and-so, did Martin Luther King, get A, B, C, or D
and I’ll say, “Did he do this and did he do, violence on violence or responded with
violence or something. No. I said, “Look at Rosa Parks. What did she do? Did she
respond with violence? No. That’s a woman of color. So, and so, No. So, the more read
alouds that we do and the more that they know who these people are, I am always able to
reference back to them and say, “Well, you know, this is nothing to worry about right
now. As long as we know who we are and as long as we continue to practice our, our
good habits and as long as we continue to, to, to get our education, we are going to be
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able to fight. . .{inaudible}. . .we are going to be able to fight with our brain and our
heart. I always tell that no matter what people say about you, no matter what they think, I
said you continue to get your good education, you continue to have your opinions, you
continue to practice, practice your good habits of happy kids. We do, I think I told you,
we do the Seven Habits of Happy Kids. Um, we do Seven Habits of Happy Kids, and I
always refer back to that as long as you continue to have your seven habits, you continue
to sharpen those habits, you’re going to be able to fight with your brain and your mind
and you will be able to make that change in the future, you know, so then they love it and
go, “yay” with a shout. They scream and they celebrate, but yeah umm, just, just making
sure that for every negative, there are 100 positives, you know.
Parent/Community Partnerships
The need for parent and community partnerships resonated with the participants in the
study. All participants felt the need for positive parent partnerships and community outreach
was important when educating African-American male students. All three of the participants
mentioned the parent partnerships they have worked to develop within their classrooms. There
was one participant that shared the specific programming opportunities she developed, in
collaboration with family and community members, to meet the diverse needs of AfricanAmerican male students in the elementary school setting.
Teacher Commentary on Parent/Community Partnerships
Ms. Smith said,
I call my parents all the time or the caregivers. . . I involve them by sending a weekly
newsletter home, letting them know what we’ve learned in class. The different skills that
we’re learning, um. I also have something called Classdojo™ so I can take pictures of
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the students working or pictures of work that I give and post it on there. It’s kind of like
a student-friendly Facebook™. So, um, those are things that I involve them. They are
able to text me through dojo. Quick, so I keep my phone on me if anything is going on so
that’s been very effective.
Ms. Thompson said,
Within the first week of school, the first seven days, I have made a positive phone call to
every student in that classroom. Making sure that the parents know that I am enjoying
their kid in the classroom and that they’re settling into 3rd grade. And the fact that they
know, I know, their mom’s first name, you know, it really kind of straightens them up. I
wanna talk about the perspective first because, um, over the years I’ve done many things
with African-American males. One of the things that I started was a BROTHERS
program to bring college students into the classroom and after school tutoring and
mentoring more so than academics, but teaching them what a African-American male
perspective is, what it looks like to be a college student and, um, each one of those guys
mentored these kids from 2nd grade through 6th grade for a couple of years and that
program went on for about seven years and so they would come very Tuesday and
Thursday all year long and work with African-American males and that carried over in
my classroom because, then a 3rd grade teacher, I made sure my 3rd grade boys were in
it and just how they felt more confident, they began to talk about college, began to talk
about an education outside of 3rd grade, outside of __________ Elementary School, they
began to talk about their perspectives wasn’t just about being a football player or being a
basketball player, even though we encourage that, but they began to talk about being an
artist as some of those college students were artists. They began to talk about being a
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professor. They began to talk about working on data processing, working on things with
the internet, um, they began to talk about, bout, creating games and things that they had
not thought about before that they could do, but they saw people who looked like them
doing those very same things, through getting an education. Another perspective was
bringing African-American men into the classroom and then teaching 3rd grade, 4th
grade boys, what it was to have a job. Sharing again with them, what were their jobs, we
did lunch tables with boys, just African-American boys and pulled them out and they
would eat lunch with me. And dressed in suits, men who talked about what they did on
their jobs outside of education and the boys really liked that a lot and then some of those
men were so, enthr____, I don’t know what I’m trying to say, um, they liked it so much
that they wanted to come back. So, then they came back and helped mentored with the
BROTHERS program after school. They, we, did a program, a four-week program of
teaching them how to tie a tie, how to sit down at a dinner, how to have manners, how to
speak and have table conversations and so just changing their, their perspectives, not just
on academics, but what it meant to be a man in different situations. And we did that for a
lot of years and it was very, very successful. Um, some of the impact that males have
had in my classroom, it’s just been, we have Officer Winston here. He always comes to
speak a word of encouragement to the classroom and again, I’ve had my son has come in.
He plays, he plays professional soccer, has come in and just sat and talked with the kids
and said you are a student first and an athlete second. So just letting them know that if
you wanna play sports, that’s fine, but you still need to put forth your efforts in your
academics and you need to be respectful to the adults that you’re working with. Um, and
African-American males over the course of the years have come and done reading groups
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with just African-American boys because again, they are the subgroup that gets the least
amount of services and so we began to focus on that, we called them our stakeholders,
and we began to focus on those African-American boys and having African-American
men come in and read with them, talk to them about math, and share some of the history
of them, being again scientists, and, uh, inventors, not just in the month of January, but
all year long and that begins to change their, their perceptions of what they can be. Um,
so those are just some examples of things that have happened over the course of the
years. I make sure that the parents know I care about the children, but it’s a partnership.
It’s not I’m going to do all the work, they’re going to do all the work, and the kid is
hardly working, but we’re going to work together. Whenever we meet, the student is
always present, that little guy is always with us. I want to know what that guy is thinking
cause we can tell him what we want him to be, but if he doesn’t have a buy-in, he’s not
going to do it. So, getting them, 3rd grade is this independent thinking stage because
they need to know this is where you gotta start thinking for yourself and what is it you are
going to do differently. If Plan A isn’t working, we need a Plan B so, um, I am in
constant contact with my African-American male parents as well, letting them know
when they are doing great things and the things they need to work on. Um, how do I
involve the families and caregivers? They’re invited to everything we have. I don’t care if
it’s their kid’s birthday party, you’re welcome in this classroom. I have an open door. I
say to them, “I’m going to be teaching whether you are in this room or note.” So,
whenever you wanna come in, stop and get a nametag, and come on in. I want them to
come in and build partnerships. I want them to come in and read with them. Do math
with them, sit with them, do an activity with them. I invite them to come to lunch
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unexpectedly and surprise them so a lot of them do that and it happens a lot of times
when I do positive phone calls. I try to give every kid a positive phone call every month
and that’s gonna be even before we even start school. And umm, if the kid is getting a
level 5 or the boy is getting, um, he’s done well in class and I’ve called home, a lot of
times, parents will just bring a special lunch and not tell the kids. They like that a lot,
they don’t know that I’ve, uh, precipitated that, but then they see the parents. So those
are the kinds of relationships because I really do focus on, especially with our school
being brown and black kids, focus on making sure that they feel like they’re just as good
as, in this climate that we’re in today, even at 8 and 9 years old they feel like they’re not
enough, that people are better than them and that bothers me a lot in a school that is
predominantly black and brown.
Ms. Anderson:
Like I said, I keep talking about, so I call home and I give positive feedback to parents
about something positive that they did and I sometimes, I have Panther Paw stickers that I
write with a permanent black marker, something positive that happened that day whether
it is them moving up a reading level, um, unexpectedly because sometimes I like to do
that, just pull a kid and say, “Let’s go ahead and read this.” And, and something positive,
maybe they were caught doing right when no one was looking. Um, when another adult,
this is one of my biggest ones, when another adult gives them a compliment, I make sure
to, um, either call home or make sure to send the Panther Paw sticker home. Um, I do
have a lot of the parents’ phone numbers, in the past, and even now, I text, um, and I send
pictures of something positive. Um, I let them know what, what they did positive that
day so I’m not, I’m not opposed to giving out my phone number and I have every year.
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Um, I welcome parents to come. I have a student. . .mom always comes in and helps out
and I said, “The door is always open.” So, she comes in on Fridays and helps out and
she, um, you know, love her. . .I call home, I call home for positives. I invite parents to
come to the fieldtrips if they can. I send home flyers about whatever we may be doing
here. I have, in the past, I haven’t done it this year, I have invited parents to come and do
read alouds as they, they have the opportunity to. They, I have an open door policy
where they can come in, probably not stay too long, you know, but where they can come
in and, and help out. So, this year, I do have a parent, um, who has came in and helped
out, um, maybe what else, they, the, my stickers that I send home with anything positive
that they have done. . .I use Class Dojo. . .{classdojo.com}. . .I post pictures on classdojo
of the kids doing great things. Um, what else, I don’t know. It’s just a conscious
decision, decision to, to make sure to call for positives before there’s ever a negative that
needs to be made a call for.
Assertions
The outlined themes and participants’ commentary in the previous sections from the case
study provided valuable insight into the impact of implementing culturally responsive
pedagogical practices on the student learning outcomes of African-American male students.
There were commonalities evident throughout the themes. The themes identified through the
data analysis process have been evaluated to recommend three assertions for educators seeking
to increase the student learning outcomes of African-American male students in a culturally
responsive elementary school setting.
Assertion #1 – The culturally responsive teacher must hold high expectations for all
students, especially African-American male students. When implementing culturally
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responsive practices in the classroom, there has to be a clear focus on high expectations for
students. The teacher must not only communicate high expectations, but the teacher must truly
believe that all students, especially African-American males, can perform at high levels in the
classroom. The mindset of high expectations has incredible influence on a student’s failure or
success. When high expectations are held for students, the counterproductive practices of
making issues or blaming the student are eliminated (Parrett & Budge, 2012). During the
interview and observation cycles, all of the participants shared their beliefs that AfricanAmerican males must be expected to perform. It was evident from the observations that AfricanAmerican male students did not have the choice to “opt out” of the learning tasks. In order to
increase the learning outcomes of African-American male students, the teacher focused on
communicating and demonstrating to the students that failure is not an option. The student
learning outcome data demonstrated that all students made academic gains throughout the school
year. The three participants expressed their views that their African-American males can and
will learn in the classroom no matter what it takes. Ms. Smith expressed,
I teach my students that education is free, um, and so you have to utilize your teacher and
get all the information that you can and that it’s not an option for you to learn in here.
Um, and I also hold high expectations for all my students when it comes to learning and
their behavior.
Ms. Thompson passionately shared her belief that African-American male students in the
elementary setting are vulnerable and the lower expectations of adults can have a negative
impact on them. She said,
Um, I probably sometimes overcompensate in the classroom with African-American
males because I have a propensity towards that subgroup of children when I am teaching
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them because I have a black son because I know how society views them. That if they’re
not smarter than the most, act better than the most, then they’re going to be viewed as
‘less than’ others and I have a problem with society’s view of our African-American
males and always acting afraid of them. . . And I notice that when I see those kids in
kindergarten, some of the very same kids, they tended to be so smart. And teachers were
even saying, “They’re so smart.” And then in second grade, “they’re so smart.” And
then I began to see a pattern where in second grade, all of a sudden, these kids who were
at the top level are average or below average in second grade. And then, by the time they
got to third grade, again they were average third graders and so I really started to look at
what the trend that was happening in our school and asking what is happening at the end
of first grade and second grade level that smart 6 and 7 year olds, now at 8 or 9 are below
average or average so I began to talk to the kids about some of the things and I think
teachers were afraid of 7 and 8 year olds, afraid to have high expectations for them. And
as kids, little African-American boys, got bigger and more boisterous, and began to have
a voice, I believe that some teachers became afraid of that so then they were no longer
looked at as smart, but as children who caused, had, uh, behavior problems.
Ms. Thompson also communicated her high expectations for African-American male students
and how this has a direct impact on their self-worth. She added,
So, I’m making sure that first of all, they know their background and their history
because if they think they came from slavery, that’s one of the first things I correct. I
don’t care if you are 8 and 9 years old, I need {you} to know that we did not come from
slaves. That was a part of our history, we came from kings and queens, from scientists
and doctors, and inventors and thinkers, so that they’re standing on the shoulders of
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greatness. And then we began to read about them and study about them and I let them
know that we are some of the smartest people on the earth, simply because we came
through the Middle Passage and slavery and they took away, they tried to take away our
language and everything else and through all of that, we still are standing. And we still
are inventing and thinking and creating and building so they have to know that they are
smart because what other generations of people have done that, but us. And so, uh, and I
let them know that we are the only ones that didn’t ask to come here. We were fine in
our greatness on the continent of Africa, but we were brought here and that sometimes
people are afraid of their strength and of their knowledge so they have to help change
perceptions, again by being smart. And yes, I expect more from them.
Ms. Anderson suggested that high expectations for both academics and behavior must be
clearly communicated to students. She stated,
High expectations, everyday, everyday that’s a thing that we repeat in the morning
pledge. We, you know, we are to, the _____ morning pledge, we are to, follow the rules,
um, do what is expected, to, to get the results that we want to get, or that they want to get,
not so much me, but that they want to get because at the end of the day, they do want to
do good.
Ms. Anderson went on to share that she strategically teaches the expectations for her classroom.
She stated, “I would like to say that I do have the same expectations, but the reason why I have
the same expectations for all my students is because I take the time to teach in the beginning.”
Culturally responsive educators understand the vital component that high expectations
play in the lives of students, especially African-American male students. The participants
expected all students to achieve both academically and behaviorally in their classrooms. There
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were explicit expectations set for all students with the idea that academic achievement was a
non-negotiable. The expectations of the classroom teacher has an impact, negative or positive,
on the learning outcomes of students. This “self-fulfilling prophecy” holds true even in the
educational arena. Teachers must make a conscious effort to hold high expectations for AfricanAmerican students no matter their current or prior levels of performance in the classroom
(Lynch, 2006).
Assertion #2 – The culturally responsive teacher must develop positive and strong
relationships with their African-American male students. The culturally responsive educator
must not shy away from the compelling conversations that need to take place in order to build
positive and strong relationships with African-American male students. The participants
expressed a clear desire to build positive relationships with African-American male students. All
students need to know that they have an adult in the school setting that serves as their advocate.
Students need to know that they are accepted, valued, worthy, and appreciated by the teacher
which has the power to lead them to proficiency in the area of academics (Powell & Rightmyer,
2011). This fact rings true for African-American male students in today’s classrooms.
Each participant shared ways that they build positive relationships with their students.
This relationship building also involved confronting and countering negative bias and
stereotypes in the school setting that prohibit African-American male students from reaching
their optimal potential. Ms. Thompson highlighted the importance of having difficult
conversations with staff members. As she mentioned in her interview,
So, it’s not only my job as the teacher, educating kids, I’m also educating adults that
there’s no reason to fear them just because they’re African-American males because
when you fear them, you fear my son, and I’m offended by that.
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The implementation of culturally responsive pedagogical practices to increase the learning
outcomes of African-American male students requires a transformation of the learning
environment.
Ms. Smith suggested that relationship building goes beyond the teaching activities in the
classroom,
So I would say that building relationships, um, and interacting with my students as, like, I
would be their mom, parent, guardian, umm and it made me aware of, you know, what’s
going on, what’s hot topics, what, um, are they listening to, what are they involved in.
Ms. Thompson also shared that relationship building is at the heart of her work with students,
Some specific examples are just knowing their names, knowing what their nicknames are,
knowing the sports they do, attending their sporting events with them, when they say
they’re going to church, going to church with them, um, and so they’re always, uh,
surprised when I show up at some of those events, especially when they’re playing
football and they hear the teacher cheering for them.
Ms. Anderson explained that she wants her students to interact with her as they would their own
families, “Um, I, I think building relationships and interacting with students as they would with
their own family.” She also expressed the importance of connecting with them concerning their
lives,
inviting them in to have lunch with me and we could just talk about whatever is important
to them, um, and making sure that I acknowledge that I’m listening and that, um, there’s
a connection between myself and whatever it is that they’re experiencing.
The culturally responsive teacher looks for ways to build a positive classroom
environment for all students, especially African-American male students. The structure of a
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culturally responsive classroom allows for social interaction to take place. The relationships
built in a culturally responsive classroom are equitable and fluid, resulting in a relationship that
transcends the classroom. The culturally responsive educators knows that positive relationships
must be built to create a learning environment where African-American students can succeed
(Ladson-Billings, 1994).
Assertion #3 – The culturally responsive teacher must develop curriculum and
instructional practices that motivate and empower African-American male students to
actively learn and participate in the classroom setting. All participants in this study felt
compelled to discuss the controversial issues or topics that aren’t traditionally incorporated into
the school setting. They shared that in order for their students to effectively participate in the
academic tasks being presented, there were times when African-American male students needed
the opportunity to discuss issues concerning them. A culturally responsive learning environment
empowers African-American students while educating them. The classroom teacher practicing
culturally responsive strategies does not push for students to alienate themselves from their
culture in the school setting, but looks for ways to embed African-American cultural experiences
into the curriculum and instruction (Thompson, 2004).
The culturally responsive teachers looked for ways to incorporate interesting topics,
including the topics that may be deemed controversial, into the curriculum and instructional
practices. All the participants understood the importance of empowering their students through
discussions and activities in the classroom. Male students, especially African-American male
students, need learning opportunities that provide them with high personal interest options as
well as choice and control of the work they are doing (Cleveland, 2011). These interest options
may not be what is most comfortable for the classroom teacher, but necessary to motivate
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students to learn in the classroom. The culturally responsive educator knows this requires
looking outside of the traditional curriculum provided by the school district.
Ms. Smith expressed the need to discuss controversial topics that had a direct impact on
the African-American community, especially for her African-American male students,
I remember back in the past when the Trayvon Martin, when his hood was up and he had
the Skittles in his hand. Um, I brought that to the classroom because my students came to
me very upset and some of the boys were wearing their hoodies up and the people were
saying, “Ooh, you are going to get shot. You are going to die if you wear your hoodie
up.” So I had to, um, immediately talk about that, so with that I brought them together.
Ms. Thompson shared a similar experience concerning her African-American male students,
It’s been interesting to me, in the last couple of years, especially that our AfricanAmerican boys are so much more aware at eight and nine years old about some of the
negative things that are happening with world, with police shooting of African-American
males because they’re talking about it in their homes and one specific incident with that
last year was, um, 3rd grade boys, my 3rd and 4th grade boys were coming in from the
bus and it was very quiet. And as they were coming into the building and they came in
and they walked into my classroom with “hands up, don’t shoot” and I almost wept
because I could not believe that at eight and nine they actually understood that, but over
the climate of our country for the past couple of years, they just had enough. When
Trayvon Martin was shot, my kids wanted to know was it okay to eat Skittles because in
their 8 and 9-year-old minds, he was shot because he was carrying Skittles and drinking a
drink. And so, uh, my African-American boys no longer look at a police officer as a
friend, they look at ‘em as the enemy so we’ve been thankful enough to have Officer
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Winston and Officer Candy in the building, and, and we had some other officers come in
and speak to them to understand that that’s not all officers, but they are aware of it. And,
we’re talking about what’s going on in the world, they’ll also need to talk about they are
afraid of getting shot.
Ms. Anderson also shared the experiences that her students were bringing into the classroom.
She discussed a controversial topic that impacted the African-American community. Ms.
Anderson said,
I don’t know, the “don’t breathe,” uh, “hands up,” or um, it was that incident, I don’t. I
can’t think of it, but I know that it was something that was important for my kids to talk
about because they came in talking about it. I know that it was something that they
wanted to, to discuss so we found a way to discuss it that was age-appropriate, not taken
far, you know, making sure that I wasn’t going to offend anybody, but it was a
conversation that I felt needed to be had because I wanted them, my African-American
males, to understand that it was important in their lives and with the issues that were
going around, um, were some things that they were worried about, but that I understood
and that I heard, but that they were, that they were going to be okay. That at the end of
the day, they were gonna be okay and things happen and eventually things change and
it’s a fight that, that, you know, people are, are fighting, but things eventually change and
of course, we tie it to the leaders in this world of color who have made a change and
umm, they are able to see those connections.
All three participants reflected on the types of strategies they used to engage students in
the learning process. There were options for meaningful learning projects, student collaboration,
and hands-on learning tasks. Efforts were made to embed students’ lived experiences into the
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curriculum and instructional practices. For example, Ms. Smith shared how sports information is
included in the lesson. She explained,
In my opinion, in order to meet the, the diverse needs of African-American males, I have
to be able to connect with them where they are. Meaning, um, if they know who LeBron
James is and they are all into LeBron James, I’m going to cater my lesson plans to
include some type of LeBron James clip or some type of LeBron James quote so those
are some things that I’ve done and I also think that if I can connect with my black boys,
they will be more likely to respect me and then they will be engaged and it will keep their
motivation to be at school. So those are some things that I do and I keep up with all the
latest fashion, the latest music, all of that, I keep up with it, wrestling, huge.
She went on to share,
Um, Lebron is the only person I could think of today. . .dribbling the ball and you know,
he dribbles it around the court. How would he find the perimeter? Or what is that
called? So I try to incorporate that into the classroom. What impact has it had? It’s
made them want to come to school and it’s made them engaged in my learning. . .in
learning.
Ms. Thompson stated,
I’m going to try to take that football and when they are doing math, I gonna try to do
problem solving that puts their name in the assessment, talks about their football team or
their soccer team and what they want to do, and then they have a buy-in now and so, then
they are more interested in what the problem is about. And with a lot of the writing and
stuff, we’ll put it to a beat and then they know that their rapping isn’t just, you’re just not
a rapper, yes, but I’m creating cause I’m a creator.
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Ms. Anderson explained,
Um, I feel like I do so much, I feel like I, I’m trying to think about other things I’ve done
for African-American males, um, we do our history, our Black History Wax Museum,
that’s coming up. We do it every year and we make sure that the students have the
freedom to choose, um, someone that they like. I, I never like to assign, I like them to
brainstorm people that they see on TV or that they’ve heard their parents talk about and
then they have, out of those choices that they have, they choose the best one, maybe
something they have a connection with, whether it be the love of basketball, the love of
football. Um, I’ve had students get excited in that manner because then they start seeing
themselves in their shoes and seeing that um, um, the positives.
When educators are able to incorporate topics of interest into the classroom setting,
engagement increases for all students, including African-American male students. Culturally
responsive educators understand that each student that walks into their classroom has a story to
tell. The participants in the study understand the importance of each student’s story and the part
their story plays in the collective story of the group. The culturally responsive educator
empowers African-American students by teaching their historical and cultural facts in the
curriculum. Each student must be taught that they have greatness within them. This is vital for
African-American male students who are part of a historically marginalized group in the United
States (Kafele, 2013). Educators must diligently seek curriculum and instructional techniques
that will motivate and empower African-American males to achieve in the school setting.
Summary
After the data collection process was complete, this qualitative case study determined that
the implementation of CRP practices had a direct impact on the student learning outcomes of
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African-American male students. The three participants were interviewed to share their
perceptions of implementing CRP practices on the student learning outcomes of their AfricanAmerican male students. The observations provided insight into the specific instructional
strategies used in the classroom. The data analysis process allowed for six themes to emerge
from the interviews and observations. The six themes included high expectations, motivation to
learn, student engagement, relationship building, empowerment, and parent/community
partnerships.
After further analysis of the data, three assertions were established. The three assertions
were as follows:
1. The culturally responsive teacher must hold high expectations for all students,
especially African-American male students.
2. The culturally responsive teacher must develop positive and strong relationships with
their African-American male students.
3. The culturally responsive teacher must develop curriculum and instructional practices
that motivate and empower African-American male students to actively learn and
participate in the classroom setting.
The assertions were directly supported by information gathered from the participants
through interviews, observations, and student learning outcome data. Chapter 5 discusses
further exploration of this qualitative study, including the research question and
recommendations for future research.
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CHAPTER 5: DISCUSSION AND RECOMMENDATIONS

This chapter highlights the implications of this study, including the examination of the
research question, discussion of the limitations of the study, and recommendations for future
research. This qualitative research case study was developed to examine teachers’ perceptions
concerning the impact of culturally responsive pedagogical practices on the student learning
outcomes of African American male students. This case study allowed teacher participants the
opportunity to share their viewpoints and demonstrate their culturally responsive practices in the
actual classroom setting. There were six emerging themes, including one overarching emerging
theme, and three assertions that surfaced during the research. During the data analysis process, it
became clear that the emerging themes and assertions were interrelated. When looking at CRP
practices, the emerging themes of high expectations, motivation to learn, student engagement,
relationship building, empowerment, and parent/community partnerships transpired as practices
necessary for student learning to take place. Looking at the emerging themes, it was evident that
the three assertions of (a) holding high expectations for all students, especially African-American
male students; (b) developing positive and strong relationships with African-American male
students; and (c) developing curriculum and instructional practices that motivate and empower
African-American male students to actively learn and participate in the classroom setting, are
directly connected to the themes.
The following research question was used to guide this study: What are teachers’ perceptions
concerning the impact of implementing culturally responsive pedagogical practices on the
student learning outcomes of African-American male students in the elementary school setting?
The data collected during the research study allowed for discussion of this key question.
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Discussion of the Findings
Research Question #1 stated, What are teachers’ perceptions concerning the impact of
implementing culturally responsive pedagogical practices on the student learning outcomes of
African-American male students in the elementary school setting? The teachers interviewed and
observed during this process articulated the need for culturally responsive practices in the
classroom and demonstrated their ability to educate their African-American male students in a
culturally responsive manner. Each teacher was passionate about their work and understood the
importance of providing African-American male students with a learning environment where
they could thrive. The classroom is where the heart of education takes place. The interactions
and intentions that occur within the four walls of a classroom are powerful. Each teacher was
aware of the importance of celebrating culture and embedding CRP practices in the classroom
environment. The classroom teachers understood that high expectations are vital for AfricanAmerican male students to succeed. If the teacher lacks high expectations for African-American
male students, student learning outcomes will not increase and the achievement gap will remain
a problem. Each participant made it clear that their beliefs and mindsets have a powerful impact
in the classroom.
The concept of providing CRP practices contributed to increasing African-American
male students’ motivation to learn. The teacher participants shared that African-American male
students were motivated to learn when the curriculum and instructional practices focused on
issues related to them and their culture. The teachers conveyed the significance of understanding
past and current events that impact the lives of African-American male students. The teachers
had to have a willingness to discuss events that negatively shape the lives of African-American
male students. Each teacher shared the importance of providing students with time and space to
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share their lived experiences in the school setting. By giving students the time and space to
discuss controversial topics in a safe environment, including topics that involve racism,
prejudice, and discrimination, students were able to prepare their minds for academic work in a
learning environment that validated their culture and experiences (Edmin, 2016). The culturally
responsive educators in this study were not afraid to have courageous conversations with their
African-American male students.
Boykin and Noguera (2011) highlighted the idea that the cultural context of school needs
to be diversified to include a variety of cultural data sets that students bring to school with them
each day. This concept allows for students to make cultural connections to the teaching and
learning taking place in the classroom. The teacher participants understood that student
engagement is an important component of culturally responsive pedagogy needed to increase the
student learning outcomes of African-American male students. Each teacher clearly
demonstrated and articulated through interviews and observations that student engagement is
vital for African-American male students to actively engage in the classroom setting. The
culturally responsive practitioners focused on providing opportunities for African-American
male students to share their personal knowledge and understanding and collaborated during
learning tasks.
According to Nieto (2013), students from all cultures need to be loved, honored, and
respected to freely learn in the classroom setting. This is especially true in the elementary school
years. The context of teaching is greater than the content being taught. The focus needs to be on
the individual students sitting in each teacher’s classroom. Hattie (2009) explained that
relationship building has a high impact on academic achievement with an effect size of 0.72 (d =
0.72). CRP practices emphasize the importance of building relationships with students (Irvine,
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2003). Teachers must be able to build strong, positive relationships with African-American
males in the classroom setting. The participants in the study all shared the importance of
demonstrating care and concern for their students through their actions and words (Delpit, 2012).
The foundation for building relationships has to be established by developing trust between
African-American male students and their teachers. The need for developing trust with all
students, including African-American male students, came through during the observations and
interview process.
The teachers in the study shared that African-American male students need to feel
empowered. African-American male students need to understand they have a voice that needs to
be heard and their voice matters. Banks (2002) expressed the importance of empowering
culturally diverse students to make decisions and implement those decisions into action steps.
The observations and teacher commentary expressed the notion that African-American male
students need culturally responsive educators that show them the power of their presence and the
positive difference they can make in the world around them. During the research process, it
became clear that the elementary school setting is a prime location for empowering AfricanAmerican male students to learn and achieve. The culturally responsive learning environment
empowers African-American male students to know and understand that they are important
stakeholders as solutions are being generated and decisions are being made. The classroom
environment has the power to shape and mold African-American male students to see the power
and potential they possess which is so necessary in today’s society. The culturally responsive
teachers in this study possessed the knowledge and understanding that African-American male
students can increase their learning outcomes when they are able to see themselves in a positive
light during academic and non-academic learning opportunities.
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When looking at the impact of the home, Hattie (2009) shared, “Across all home
variables, parental aspirations and expectations for children’s educational achievement has the
strongest relationship with achievement (d = 0.80)” (p. 71). The belief is that the adult
expectations from the home have a greater impact than the structure of the family unit. It would
be difficult to contradict the notion that parents have high hopes and aspirations for their children
as they enter elementary school. Regrettably, the level of parent involvement appears to
decrease as students matriculate through the school years. Kunjufu (2000) explained that as the
age of a child increases, parental involvement decreases. The participants in the study believed
that developing partnerships with parents and community members was an important component
of culturally responsive pedagogical practices. They understood the importance of
communicating with all families in a positive and supportive manner, including the families of
African-American male students. The participants would not hesitate to interact with families at
a neutral location. They also understood that by maximizing on the aspirations of the parent,
they could foster a positive home-school partnership that had the potential to positively impact
the learning outcomes of the students in their classrooms. There was also a need for additional
community support in the school setting, especially mentoring opportunities for AfricanAmerican male students. Lee and Cramond (1999) shared findings on a mentoring program for
African-American male students that matched them with adults. The results indicated high
levels of aspiration for those African-American male students involved in the mentoring program
compared to those who did not participate in the mentoring program. One participant shared
how she developed partnerships within the community to strategically create mentor programs
for the African-American male students. The other participants shared the need for additional
resources from the community. From the participants’ responses, it was clear that they did not

149
shy away from attending their students’ events (i.e. sporting events, church, recitals). They
willingly went out into the community to support their students and families. This culturally
responsive approach helped to bridge the gap between school and home as well as develop
trusting and collaborative relationships with their families, including the families of their
African-American male students.
Recommendations
Even though it is clear that teachers’ perceptions concerning the impact of implementing
culturally responsive pedagogy has a positive influence on the student learning outcomes of
African-American male students, further exploration in this area is necessary for school districts
that want to increase the learning outcomes of African-American male students. More research
is needed to support the insight that culturally responsive teachers must hold high expectations
for African-American male students, develop strong and positive relationships with AfricanAmerican male students, and develop curriculum and instructional practices that motivate and
empower African-American male students to actively learn and participate in the classroom
setting in order to increase their learning outcomes and ultimately, to close the achievement gap
between African-American male students and their White counterparts.
Additional research could include longitudinal studies of African-American male
students’ academic performance as related to the implementation level of CRP practices in the
classroom over the course of their elementary and secondary education. The ultimate goal is to
increase academic achievement for African-American male students leading to high school
graduation and college/career readiness. A study that looks at the potential correlation between
the implementation of CRP practices and increased student achievement for African-American
male students would be beneficial for educators looking to close the achievement gap. The
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African-American male students’ performances on standardized and non-standardized learning
outcomes could be collected and analyzed throughout their educational career.
Further research could also include a survey that would be completed by both students
and staff members concerning the levels of implementation of CRP practices. The participants
in the study provide sufficient data for this study, but it would have been ideal to include a
student perspective concerning the levels of implementation and the impact on their individual
learning outcomes. It would be beneficial to hear from the individuals, the African-American
male students, who are directly affected by the work being implemented. The student voice is
powerful and needs to be heard to make vital adjustments to the classroom learning environment.
Furthermore, a student and staff survey would allow for a direct correlation between students’
experience and the experiences of the classroom teacher.
Limitations
There were several limitations to this research study that need to be addressed. The first
limitation dealt with the number of teachers interviewed and observed. Throughout the
recruitment process, multiple attempts were made to secure participants. It was a difficult
process to recruit participants for this study. The goal was to select three to five participants
across grade levels in the elementary school setting. It would have been beneficial to have
participants from both primary and intermediate grade levels. Nonetheless, three participants,
who taught Grades 2 and 3, were secured and the research process was able to move forward.
Due to the nature of qualitative research, a small sample of teachers were interviewed and
observed. Based on the small sample size of teachers, there are some ideas, concepts, and
perceptions concerning the impact of culturally responsive pedagogical practices that may be
lacking in the reporting process.
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The second limitation involved the variation in the number of African-American male
students in each classroom. There was one classroom that had nine African-American male
students. The second classroom had three African-American male students. The third classroom
began the school year with two African-American male students and ended the school year with
four African-American male students. There were also concerns about mobility of students as all
of the students were not enrolled the entire school year. The number of African-American male
students enrolled in each classroom impacted the quantity of student learning outcome data that
was collected, analyzed, and reported. This may have had an impact on the descriptive statistics
highlighted in the study.
The final limitation of this study involved the lack of variation of scores for the teacher
participants on the CRIOP instrument. All of the participants had an overall score of “3,”
resulting in teachers that implemented CRP practices “often” in their classroom. It would have
been beneficial to have teachers scoring low on the implementation rubric gauge. This would
have helped to see a direct correlation between the implementation of CRP practices and
increased student learning outcomes. The emerging themes and assertions identified in this
study related to the teachers’ perceptions concerning the impact of implementing CRP practices
on the student learning outcomes of African-American male students; however, the identified
emerging themes and assertions may have been different if another group of teachers had been
interviewed and observed.
Conclusion
The goal of closing the achievement gap and increasing student learning outcomes for
African-American male students continue to be a dilemma that plagues many school districts
across the nation (Schott Foundation, 2015). As the student population continues to diversify,
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there is a need to create equitable school environments for all students by increasing access and
opportunity. These equitable environments must be established in schools and classrooms by
capitalizing on the culture and lived experiences of the students in the classroom, especially for
our African-American male students. Each teacher must investigate their personal beliefs and
actions towards African-American male students as they seek to increase their learning
outcomes.
The culturally responsive educators in this study shared a strong passion for setting high
expectations for all students. They truly believed in the power of relationship-building and
getting to know their students on an individual basis. Each participant may have shared different
experiences, but there was a clear focus that African-American male students were important and
needed to know that their experiences and voices matter. The educators were aware of the
racism, discrimination, and prejudice that their African-American male students experienced in
their daily lives. They were not afraid to tackle and discuss these issues with their students.
They focused on the social-emotional wellbeing of their students by giving them a platform to
discuss concerns and brainstorm solutions. This took courage and compassion on the part of the
participants. Each participant felt strongly that it was necessary in order for academic learning to
take place in their classrooms. The participants did not hesitate to take the “road less traveled”
when it came to the concerns expressed by their students.
The culturally responsive educators understood that African-American male students
need a high-quality education in order to increase their life outcomes. Each participant
explained that the culturally responsive opportunities that their African-American male students
needed in the classroom could not be found in a textbook. After listening to the interests of their
students and identifying strengths and areas for growth, the participants had to take the time to
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find materials from a variety of sources to establish a culturally responsive classroom where all
students, including African-American male students, had opportunities to connect with the
curriculum and experience academic success. Culture is not seen as a liability or a burden in the
participants’ classrooms. The educators in this study embrace culturally responsive practices and
view culture as an asset for the learning environment.
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APPENDIX A: TEACHER PARTICIPANT SELECTION SHEET

I want to thank you for agreeing to participate in this research study. I will need your assistance
in the teacher participant selection process. Please read the following instructions and provide
the necessary information.
Using the information you have about the culturally responsive practices in your building, create
a list of at least 10 teachers, no more than 12 teachers, in your school that are regarded as
effective or highly effective according to the outlined criteria. It would be helpful for you to
email the list to dmurff@purdue.edu or you are more than welcome to write the names down on
the back of this form and mail that information to me in the envelope provided.
1. Please identify teachers in your school that focus on building positive relationships and
classroom learning communities with African-American male students.
2. Which teachers utilize effective curriculum and instructional practices that meet the needs of
African-American male students?
3. Identify the teachers who incorporate culturally responsive classroom management strategies
in their classroom in order to meet the needs of African-American males.
4. Which teachers do you believe have developed positive relationships with the
parents/caregivers of African-American males? Identify teachers who provide multiple
ways for family involvement to occur in a culturally responsive manner.
5. Which teachers provide a variety of formative assessments that allow African-American
male students to demonstrate their learning?
6. Identify teachers who promote active engagement, equitable and culturally congruent
discourse practices, and structures that promote academic conversations for AfricanAmerican males? These teachers also provide African-American males with opportunities
develop linguistic competence.
7. Which teachers allow for learning experiences that include for issues important to AfricanAmerican male students, including confronting negative stereotypes, biases, and expression
of diverse perspectives?
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APPENDIX B: TEACHER SELECTION SURVEY

1.

Please tell me about yourself
a. Gender
b. Age
c. Race/Ethnicity
d. Highest Level of Education Attained

2.

How many years have you taught elementary school grades? Briefly describe your teaching
experiences?

3.

What is your philosophy of teaching?

4.

Describe the culturally responsive pedagogy training you received during your pre-service
teaching training program.

5.

What types of personal encounters have you had with diverse cultures, including childhood
and adulthood experiences?

6.

Describe the culturally responsive pedagogy and equity training you have received during
your professional learning experiences as a teacher.

7.

In what ways do you build a positive learning environment for African-American males in
the classroom based on genuine care and concern?

8.

How do you embrace the diverse experiences that African-American males bring into the
classroom in order to create an environment grounded in high expectations for learning?

9.

Describe the ways that you collaborate with the parents and families of your AfricanAmerican males in your classroom.

10. In what ways have you developed curriculum and instructional strategies that invite diverse
perspectives in the classroom?
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APPENDIX C: INDIVIDUAL PRE-OBSERVATION INTERVIEW
QUESTIONS FOR TEACHERS

1. Tell me about yourself, including your cultural and educational background. How has your
background impacted your teaching practices? How would you describe your personal
educational journey in teaching African-American male students?
2. How are African-American male students performing in the areas of motivation,
engagement, attendance, and behavior? In your opinion, what does it mean to meet the
diverse needs of African-American male students? Can you give me a specific example?
3. How do you assess African-American male students in a culturally responsive manner that
captures the various learning styles brought to the learning environment? In what ways do
these assessment strategies allow African-American male students to share their knowledge?
Can you give me a specific example?
4. In what ways have you worked to design a classroom learning atmosphere focused on an
ethic of care, high expectations, respect, and connection for African-American male
students? How have you actively confronted discriminatory actions in the classroom and
school setting? Can you give me a specific example?
5. Describe the climate that you have created that values the culture and diverse viewpoints of
African-American male students? Can you give me a specific example?
6. In what ways have you encouraged the use of home/native language/dialect in a classroom
environment that is collaborative and student-centered? Can you give me a specific
example?

[Type here]
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7. Describe the ways that you have incorporated the perspectives, experiences, and cultural
backgrounds of African-American male students into the classroom learning activities?
What impact has this had on the African-American male students in the classroom? Can you
give me a specific example? Can you give me a specific example?
8. How do you establish genuine relationships with the families and caregivers of your AfricanAmerican male students? In what ways do you involve families and caregivers of AfricanAmerican male students into the classroom? Can you give me a specific example?
9. Describe how you develop sociopolitical consciousness with multiple perspectives into the
classroom setting to deconstruct negative stereotypes of African-American male students and
African-American culture? Can you give me a specific example?
10. In what ways have the culturally responsive professional learning experiences provided at the
district and school level had an influence on the teaching and learning environment in your
classroom? Please provide insight into how your teaching practices have been enriched
through this process to meet the needs of African-American male students. Can you give me
a specific example?
o A comment box was added at the bottom of the interview protocols to allow participants
to add any additional information they deem necessary.
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APPENDIX D: INDIVIDUAL INTERVIEW QUESTIONS FOR PRINCIPAL

1. Tell me about your school, including the demographics of the students and staff members.
How has your background impacted your leadership practices? How would you describe
your personal journey concerning educating and leading African-American male students?
2. In your building, how are African-American male students performing in the areas of
motivation, engagement, attendance, and behavior? In your opinion, what does it mean to
meet the diverse needs of African-American male students? Can you give me a specific
example?
3. How do you provide opportunities for teachers to assess African-American male students in a
culturally responsive manner that captures the various learning styles brought to the learning
environment? In what ways do these assessment strategies allow African-American male
students to share their knowledge? Can you give me a specific example?
4. In what ways have you worked to design a school learning atmosphere focused on an ethic of
care, high expectations, respect, and connection for African-American male students? How
have you actively confronted discriminatory actions in the school setting? Can you give me
a specific example?
5. Describe the climate that you have created throughout the school that values the culture and
diverse viewpoints of African-American male students? Can you give me a specific
example?
6. In what ways have you encouraged the use of home/native language/dialect in a school
environment that is collaborative and student-centered? Can you give me a specific
example?
[Type here]
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7. Describe the ways that you have incorporated the perspectives, experiences, and cultural
backgrounds of African-American male students into school learning activities? What
impact has this had on the African-American male students in the classroom? Can you give
me a specific example? Can you give me a specific example?
8. How do you establish genuine relationships with the families and caregivers of the AfricanAmerican male students in the building? In what ways do you involve families and
caregivers of African-American male students into the school setting? Can you give me a
specific example?
9. Describe how you develop sociopolitical consciousness with multiple perspectives into the
school setting to deconstruct negative stereotypes of African-American male students and
African-American culture? Can you give me a specific example?
10. In what ways have the culturally responsive professional learning experiences provided at the
district level had an influence on the teaching and learning environment in your building?
Please provide insight into how schoolwide practices have been enriched through this process
to meet the needs of African-American male students. Can you give me a specific example?
o A comment box was added at the bottom of the interview protocols to allow
participants to add any additional information they deem necessary.
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APPENDIX E: INDIVIDUAL POST-OBSERVATION INTERVIEW
QUESTIONS FOR TEACHERS

1. What would you say are your greatest successes with using culturally responsive pedagogical
practices with your students? Please describe a specific example.
2. What would you say are your greatest challenges with using culturally responsive
pedagogical practices with your students? Please share a specific example.
3. Do you think I captured your thinking and teaching during the interview and observation
processes? Why or why not?
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APPENDIX F: RECRUITMENT LETTER

Dear Colleague,
My name is Dennisha Murff. I am a doctoral student at Purdue University. I am also the
principal at Westlake Elementary School in the MSD of Wayne Township. The reason for this
correspondence is to ask for your assistance. You have been selected to be a participant in my
doctoral research study titled, “Teachers’ Perceptions of the Impact of Culturally Responsive
Pedagogy on the Student Learning Outcomes of African-American Males.” Based on the
selection criteria, you have been identified as a culturally responsive educator who works hard to
effectively met the needs of all students.
I would like to invite you to participate in this study. The goal is to identify perceptions of the
impact of culturally responsive pedagogy on student learning outcomes of African-American
males as well as the CRP strategies needed in the elementary school setting/classroom to address
the diverse needs of African-American males.
If you choose to participate in this research study you will be asked to do three things:
•

Participate in 2 individual interviews (pre-observation and post-observation) with me. All
interviews will be conducted at a convenient time for you. The pre-observation interview
will last approximately 30-45 minutes. The post-observation interview will last
approximately 15-20 minutes. All interviews will be recording using a digital recording
device. The recordings will be secured and locked.

•

Participate in at least 2 classroom observations. These observations will allow me to observe
your CRP instructional practices. Each participant will also be asked to complete a selfassessment using the observation protocol. All observations will be conducted during the
Language Arts portion of the day. Observations will last at least 90 minutes. During the
observations, I will take field notes. All notes will be kept secure and confidential.

•

Provide student learning outcome data of your choice. These data pieces will provide
additional insight into the impact of CRP on student learning outcomes.

The interviews, observations, self-assessment, and learning outcomes will be gathered over a
three month period of time. Participation in this research study is voluntary. You are not
required to participate. If you choose to participate, please know that you may withdraw your
participation at any time without penalty.
If you would like to speak with me to further discuss your participation, please feel free to
contact me via email at Dennisha.murff@att.net or cell phone 317-694-6374. Please let me
know by insert date, if you are or are not interested in participating in this research study. Thank
you in advance for your consideration.
Kind regards,
Dennisha Murff
[Type here]
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APPENDIX G: CULTURALLY RESPONSIVE INSTRUCTION
OBSERVATION PROTOCOL

Culturally Responsive Instruction Observation Protocol
Third Revised Edition (March 2014)
Rebecca Powell, Susan Chambers Cantrell, Pamela K. Correll, and Victor Malo-juvera
Originally Developed by: R. Powell, S. Cantrell, Y. Gallardo
Carter, A. Cox, S. Powers, E. C. Rightmyer, K. Seitz, and T.
Wheeler
Revised 2012 by: R. Powell (Georgetown College), S. Cantrell (University of Kentucky), P. Correll
(University of Kentucky), V. Malo-juvera (UNC-Wilmington), D. Ross (University of Florida) and R. Bosch
(James Madison University)

School (use assigned number):________________________
Teacher (assigned number):
Date of Observation: ___________

Observer: __________________
# of Students in Classroom:

Academic Subject: ___________________________________
Grade Level(s): _________________________________
Start Time of Observation: ____________

End Time of Observation:

Total Time of Obs: _____________
DIRECTIONS
After the classroom observation, review the field notes for evidence of each “pillar” of Culturally
Responsive Instruction. If an example of the following descriptors was observed, place the field
notes line number on which that example is found. If a “non-example” of the descriptors was
observed, place the line number on which that non-example is found.
Then, make an overall/holistic judgment of the implementation of each component. To what
extend and/or effect was the component present?
4 – To a great extent
3 – Often
2 – Occasionally
1 – Not at all

CRIOP © 2012 The Collaborative Center for Literacy Development and The Center for Culturally Relevant Pedagogy. Funded
by the State of Kentucky and the US Dept. of Education Office of English Language Acquisition. Please use the following
citation when referencing the CRIOP instrument: Powell, R., Cantrell, S. C., Correll, P. K., & Malo-juvera, V. (2014). Culturally
Responsive Instruction Observation Protocol (3rd ed.). Lexington, KY: Collaborative Center for Literacy Development.
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Transfer the holistic scores from pp. 2 through 9 to the table below.
CRI Pillar
I. CLASS
II. FAM
III. ASMT

Holistic Score

CRI Pillar

Holistic Score

IV. INSTR
V. DISC
VI. SOCIO

CRIOP © 2012 The Collaborative Center for Literacy Development and The Center for Culturally Relevant Pedagogy. Funded
by the State of Kentucky and the US Dept. of Education Office of English Language Acquisition. Please use the following
citation when referencing the CRIOP instrument: Powell, R., Cantrell, S. C., Correll, P. K., & Malo-juvera, V. (2014). Culturally
Responsive Instruction Observation Protocol (3rd ed.). Lexington, KY: Collaborative Center for Literacy Development.
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